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The study was designed to investigate the effects of 
a parent intervention training program and its impact on 
reading achievement at the third grade level. Parents of 
grade three students in a suburban community west of 
Boston, Massachusetts were trained to use specific reading 
strategies to tutor their own children. The study 
attempted to show what would result when parents were 
trained as tutors to deliver specific oral reading 
strategies such as: (a) correcting miscues only when they 
disrupt meaning and after waiting for the child to self- 
correct; (b) using sustaining cues to encourage the child 
to use context to identify words; and (c) praising the 
child for self-correcting and using context. Parents 
participated in three training sessions that lasted 
vi 
approximately two hours each. Learning materials used 
were distributed at these meetings. 
As a screening procedure and to provide a 
standardized measure of instructional levels (pre-test and 
post-test) the Gates-MacGinitie Reading Test Level 3, 
Forms K and L, were administered to students in the parent 
intervention group and to their classmates as control 
subjects. Students whose parents participated in the 
parent intervention training program showed significantly 
more gain in reading scores than did their classmates 
(t=13.50/ Pc.05). 
A second phase of the study involved using a thirty- 
item questionnaire to survey about one hundred parents of 
third grade students to identify their attitudes about 
parental involvement. Parents indicated that it was the 
responsibility of the school to help parents to increase 
students' reading achievement. They also wanted the 
school system to continue to provide programs to meet the 
needs of students at all levels of learning ability and to 
put more effort into this goal. 
The findings in this study suggest that a parent 
involvement program using individually prescribed, meaning 
focused activities for teaching reading was an effective 
means of improving reading comprehension skills of third 
grade students. 
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In today's changing world, developing literacy 
skills in a child is a complicated task. Among the many 
discussions of reading currently found in the literature, 
the one point that is generally agreed upon is that the 
reading process begins before the child enters school. 
In learning to read schoolchildren draw on experiences 
that have been formed in the early years of life. 
In 1985, the U.S. Commission on Reading concluded in 
its report. Becoming ^ Nation of Readers. "a parent is a 
child's first tutor in unraveling the fascinating puzzle 
of written language" (p. 28). The report further stated 
that reading is not only important, it is vital to the 
literacy development of the individual in particular and 
to the economic well-being of society in general. 
Data from Albert and Runco (1985) as well as 
Gallagher (1976) give evidence to the idea that the home 
environment profoundly affects factors related to reading 
readiness and educational success. These findings 
suggest that parents' educational role in the home can be 
enhanced if supported and encouraged by the school. 
1 
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Similarly the school's efforts in educating a child can 
be greatly enhanced by enacting parents role in the 
process. Research by Ira Gordon (1978) indicates that 
children whose families participated in school programs 
did better than similarly abled children whose parents 
did not participate. 
Recognizing that parental involvement is a vital 
component to a child's educational success, is it 
possible to identify any one specific aspect of parental 
involvement especially critical to a child's continued 
success? Given the societal (demographic, economic, and 
cultural) pressures of parenting, the manner in which to 
involve parents in education needs to be investigated in 
order to attract and sustain their involvement. 
Learning to read is a complex skill that develops 
over a lifetime. In teaching such a skill, reading 
teachers alone are not enough. Often overwhelmed by the 
intensity and diversity of their students' needs, 
educators should be seeking help in educating the 
children. Teachers need not be alone in this process; 
parents are an available but underutilized supplementary 
resource. 
Parental involvement in a child's education is not 
new. In fact, its long history dates back to before 
1872. Prior to compulsory education many literate 
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parents took responsibility for their children's reading. 
Family members used Bible stories to teach their children 
to read. 
More recent trends date back to the 1960's when some 
schools began to see parents in a different light: as an 
educational innovation, parents were recruited as "aides" 
and "helpers" to work at the schools. They were asked to 
help in a variety of ways, including listening to 
children read. Resnick and McTague (1988) mentioned that 
by the mid-1970's, many books were published for parents 
who wanted to prepare their children for early reading. 
The past two decades have brought a new awareness to the 
meaning of parental involvement in the schools. Many 
schools have begun viewing parents as a vital component 
to a child's education. Instead of assigning parents to 
mundane tasks in the schools, educators are now looking 
at having parents act as classroom tutors as well as 
tutoring their own children at home. 
Meaningful parent involvement cannot and should not 
be measured by the number of parents visible at school- 
related functions. A more accurate indicator is to look 
at how parents actively participate in activities 
requiring a high level of commitment and participation. 
These parents are characterized as those who participate 
in parent training workshops, reading in the classroom, 
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helping their children do homework, acting as classroom 
s 
aides or tutors. Not all parents have time to spend 
volunteering at school. Lack of parental participation 
in school activities can be attributed to work, the lack 
of safety in the school's neighborhood, no baby-sitter at 
home, no transportation to the school, and language 
difficulties. Here it is important for the school to 
determine the basis for parents' lack of involvement and 
find ways to build their support and to encourage 
participation. 
Currently, one of the issues facing the educational 
systems is building home-school relationships for the 
purpose of increasing reading achievement. While many 
educators view parental involvement in the education 
process as a mixed blessing, they also recognize that 
there is a high correlation between parental involvement 
and student achievement. Further complicating this view 
are myriad factors hampering parental involvement that 
includes but is not limited to demographic, social, 
cultural, and economic conditions. 
Researchers tell us of a direct correlation between 
the amount of television viewing and academic 
achievement; the relationship, however, is a negative 
one. Others indicate that students who do more reading 
at home are better readers. At home, television is at 
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odds with reading. Conclusions of a national study, 
"America's Smallest School: The Family" (1991), 
conducted by the Educational Testing Service, reported 
that "homes are not providing very high platforms for the 
schools to build on" (p. 42). The document, using 
international comparisons, stated that the United States 
ranked "second in the percentage of thirteen year-olds 
who watched five or more hours of television every day" 
(p. 24). Furthermore, the United States ranked "twelfth 
from the top of the fifteen countries that were assessed 
for the percentage of students who said they read for fun 
almost every day" (p. 18). Educators need to find ways 
to encourage students to use the out of school time in 
more active and creative ways. 
Walberg (1984) stated that "parents normally control 
eighty-seven percent of a student's waking time" (p. 
397). Also, Bracey (1991) confirmed these findings and 
reported that "starting from birth, a child spends only 
nine percent of his or her life in school and ninety-one 
percent of it elsewhere" (p.400). Since people spend so 
little of their lifetime in school this should give 
further credence to the power that lies beyond the 
schoolhouse gate. 
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Background of the Problem 
The overall goal of this study was to broaden the 
understanding of parent-student interaction patterns as 
they are manifested during oral reading instruction, 
particularly those interactions bearing on oral reading 
deviations. The conceptual framework for this project 
is based on research conducted by Mudre and McCormick 
(1989) who proposed that parents could be trained as 
effectively as teachers to use specific oral reading 
strategies for underachieving students. The results of 
their research confirmed the findings of a study 
conducted by Hoffman, O'Neil, Kastler, Clements, Segal 
and Nash (1984) who reported that three factors are 
critical when teachers respond to children's oral 
reading. These factors are (a) selectivity and timing, 
(b) form, and (c) positive reinforcement. This study 
extended those principles and explored how parents can be 
trained to deliver oral reading strategies to average 
ability students. 
To educate a child effectively in today's changing 
world, it would seem that teachers need to seek help from 
all available sources. There are research studies 
stating that parents can be very effective at teaching 
their own children at home. Parents, because of their 
presence in the child's environment, can be efficient at 
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helping their child to develop reading strategies that 
will improve their reading achievement. For example, 
Gordon (1978) and Becher (1984) mentioned that parental 
involvement needs to be reasonably well-planned, 
comprehensive, and long-lasting. Goodson & Hess (1975) 
and Beacher (1984) , reported on many different programs 
and found that the effective programs had parental 
involvement as a common element. 
More broadly, the research literature supports the 
idea that certain identifiable home factors influence 
student learning and give clues to enhancement of 
educational success. Albert and Runco (1985) found that 
parent personality and involvement is clearly tied to 
creative achievement and that among the particular 
priorities found to influence educational success was 
family discussions of reading material. 
Gallagher (1976) concluded that reading books at 
home, using the library, guided use of television, and 
helping with extracurricular lessons, are related to 
school achievement. His research found that an important 
goal of the school was to provide support for the 
parents' educational role in the home, more interaction 
between home and school benefits a child academically and 
helps develop success-related behavior traits. He also 
found that the parents' educational roles in the home can 
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be more effective if supported and encouraged by the 
school. Finally, that increased interaction between home 
and school could significantly improve a child's success 
in school. 
While there is increasing regard for including 
parents in the educational process, there seems to be a 
reluctance by educators to involve them effectively. 
Although progress is being made in developing home-school 
relationships, further research in identifying specific 
types of parental involvement resulting in reading gains 
is needed. Furthermore, while considerable research 
describes changes in children that occur when parents 
tutor, there is a need for research to describe how 
parent tutoring intervention procedures effect changes in 
parent behavior. 
Statement of the Problem 
Illiteracy and semi-literacy are still a major 
problem in America. Students across the nation are 
continuing to experience failure in their ability to make 
generalizations about what they have read. Many students 
have such difficulty figuring out unknown words that 
meaning is lost. If students have deficits in reading 
skills, they will have difficulty in understanding what 
they read. 
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In the school district involved in this study, like 
other districts, there was a range of reading achievement 
of the students at the third grade level. A comparison 
of students' scores on the Gates-MacGinitie Reading Test 
indicated that while some students scored on grade level 
or above, there were students who fell below grade level. 
The major goals of this study were to investigate 
the effects of a parent training program designed to 
improve reading achievement. While progress is being 
made in developing more positive home and school 
relationships, further research is needed to identify the 
types of parental involvement that will produce reading 
gains in students. 
Parental involvement is a major factor in student 
achievement and should be considered a critical element 
in any educational reform. Research suggests that there 
is a high correlation between parental involvement and 
student achievement (Chubb and Moe 1990), and school 
programs designed with strong parental involvement 
produce students who perform better than identical 
programs that do not involve parents, (Hodgkinson, 1988; 
Bloom, 1964). Therefore, if we expect to improve reading 
achievement it seems that we need to include home and 
school partnerships as a vital component to educational 
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excellence in general and parents as teachers of their 
own children in particular. 
Purpose of the Study 
The purpose of this study was to assess the impact 
of a specific parent tutoring program on reading 
achievement. The components of the study included the 
following: 
1. to train parents as tutors to use specific oral 
reading strategies including (a) selectivity and timing, 
(b) form, and (c) praise; 
2. to review the literature and research pertinent 
to issues of parental involvement in children's education 
and oral reading strategies; 
3. to identify the reasons behind successful 
parental involvement programs; 
4. to compare and examine the results of the 
Gates- MacGinitie pre-test and post-test; 
5. to review and assess the audiotapes of 
children's oral reading; 
6. to review and assess the audiotapes of parent's 
behaviors; 
7. to examine responses of the parent 
que s tionnaire; 
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More specifically, this study involves teaching 
three strategies to parents for responding effectively to 
children's oral reading deviations: (a) to correct only 
those deviations interfering with the meaning of the 
passage (selectivity), and to forestall interruption 
until the sentence break, giving the child opportunity to 
self-correct (timing); (b) to use meaning-focused, 
sustaining cues that encourage the child to use the 
context in identifying a word (form); and (c) to praise 
the child for independent use of context cues and self¬ 
corrections (positive reinforcement). 
The study attempts to answer the following 
questions: 
1. Can parents be trained to deliver specific 
reading strategies that will develop useful meaning and 
comprehension skills in their child's reading? 
2. Will daily reading instruction that is designed 
to emphasize meaning and comprehension result in higher 
reading achievement? 
3. What will result when parents have been trained 
to deliver specific reading strategies such as 
selectivity and timing, form, and praise to their child? 
4. What changes can be identified that will show 
some improvement in a child's attitudes and interest in 
school learning and interest in reading achievement? 
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5. Is there a difference in the reading 
achievement of students whose parents received the 
intervention and students whose parents did not receive 
the intervention? 
6. Is there a difference in the reading 
achievement of female students whose parents received the 
intervention and female students whose parents did not 
receive the intervention? 
7. Is there a difference in the reading 
achievement of male students whose parents received the 
intervention and male students whose parents did not 
receive the intervention? 
8. What do parents of experimental students report 
about parental involvement as it relates to the four 
subscales: Parents as Educators at Home; School 
Responsibilities; School-Home Communications; and, 
Parents as Decision-Makers? 
9. How do parents of experimental students report 
the importance of specific subscales? 
10. What do parents of control students report 
about parental involvement as it relates to the four 
subscales: Parents as Educators at Home; School- 
Responsibilities; Home-School Communications; and. 
Parents as Decision-Makers? 
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11. How do parents of control students report the 
importance of specific subscales? 
12. What do parents of third grade students report 
about parental involvement as it relates to the four 
subscales: Parents as Educators at Home; School- 
Responsibilities; Home-School Communications; and. 
Parents as Decision-Makers? 
13. How do parents of the third grade students 
report the importance of specific subscales? 
14. How do the three groups, parents of 
experimental students, parents of control students, and 
parents of third grade students, compare regarding the 
considered importance of the subscales? 
Significance of the Study. 
If parents are to become better teachers of their 
own children then it seems only reasonable that 
educators, need to learn as much as possible about how to 
train them. There are several advantages to using oral 
reading as a medium for observation. First, guided oral 
reading is a common practice in most primary reading 
programs. Second, the goals, attitudes, and procedures 
used in this task are fairly consistent. Third, both the 
text that is fixed in nature and the overt behavior of 
the reader as he/she reads aloud are highly observable by 
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the listener. Thus, the task of responding with 
appropriate verbal feedback can be monitored. 
Hypotheses 
Children whose parents are trained to encourage 
specific reading strategies such as self-corrections, use 
of context, and positive reinforcement score higher on 
reading achievement tests than children whose parents 
have not been trained. 
Children whose parents have been tutored to 
encourage specific strategies such as self-corrections, 
use of context, and positive reinforcement show 
differences in reading achievement scores on the Gates 
MacGinitie Reading Test from children of parents not 
trained to deliver specific oral reading strategies. 
Limitation of the g.t,.udy 
A limitation of this study is that the subjects were 
mainstream, middle-income, suburban children. This study 
was limited to the third grade class in an elementary 
school in a small, economically developed community of 
about seven thousand residents located approximately 
twenty-three miles west of Boston, Massachusetts. The 
treatment group consisted of eight students, the control 
group consisted of ten students and the questionnaire was 
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distributed to approximately one hundred parents of third 
grade students. 
Definition of Terms 
Parent - any "significant adult" who shares in the 
child's world. 
Meaning-focused cues - any feedback that helps the 
student to focus primarily on syntactic and semantic 
contextual constraints that will aid in identifying 
unknown words. 
Deviate - turn away from a specified prescribed 
behavior or course (Webster's Dictionary, 1992). 
Miscue - an actual observed response in oral reading 
that does not match the expected response (Goodman, 
1972) . 
Oral reading - the act of reading aloud from 
contextual material. 
Semantic - word meanings and the relationship 
between symbols and sounds. 
Syntactic structure - a grammatical string of words 
(Langacher, 1968). 
Sustaining cues - visual, sound, spelling, meaning, 
visual, context, structural analysis, and reference to 
prior use. 
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Form - feedback 
(a) terminal - telling the child the word; 
(b) sustaining - prompting the student to try 
one or more strategies to identify the problem word. 
In this study, this researcher wishes to examine two 
hypotheses previously confirmed by Mudre and McCormick 
(1989) . The first hypothesis is that explicit 
instruction designed to emphasize meaning-focused cues 
would help young readers to develop more useful word 
identification strategies, and to make more self¬ 
corrections. The second hypothesis is that parents could 
be taught to deliver the specific types of instructional 
feedback that would produce these effects. 
This study utilized both traditional statistical 
procedures and alternative methods of reporting the 
findings. Since the sample size was small and to 
minimize the barriers created by the traditional research 
reporting format and style, an action research form of 
reporting was used. Action research methods allow new 
knowledge to be developed from the experiences reported 
by the parent participants. Through systematic inquiry 
and questioning, information about the actual 
participants can act as a starting point for generating 
answers to everyday problems and may offer suggestions 
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about how education can reform itself starting at home- 
school relations (Cross, K.P., 1987). 
CHAPTER II 
REVIEW OF RELATED RESEARCH 
Introduction 
The focus of this section of the study is a review 
of the literature related to what is known about the home 
environment and its profound effects on factors related 
to learning readiness and educational success. This 
section of the study presents an overview of involving 
parents in education; and recognizing that an increase in 
and reinforcement of parental involvement, while 
difficult to accomplish, is essential as a part of 
educational reform. A section related to oral reading 
and the need to stress reading for meaning is also 
included. 
Identifiable Home Factors 
There is evidence to support the idea that certain 
identifiable home factors influence student learning and 
give clues to enhancement of educational success. In a 
longitudinal study of two groups of 12-year-old boys with 
cognitive intelligence scores of more than 150 or scores 
in math-science domain in the 99th percentile, Albert and 
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Runco (1985) explained that parent personality and 
involvement, as expressed through creative activities in 
the home/ was clearly tied to the boys' creative 
achievement. The purpose of the researchers' project was 
to determine the influence of the family upon the early 
development and implementation of a cognitively gifted 
child's talent. Among the particular activities assessed 
and found to influence the boys' educational successes 
were discussion of homework, discussion of television or 
reading material, and parent initiation of hobby 
activities. 
Gallagher (1976) concluded that some parent- 
initiated activities were particularly related to 
achievement, as measured by test scores: reading books 
at home, using the library, guiding use of television, 
and helping with extracurricular lessons. His research 
was developed to test the contention that one of the most 
important goal of the school is to provide support for 
the parents' educational role in the home, and that more 
interaction between home and school will benefit a child 
academically and help develop success-related behavior 
traits. The major findings supported by his data 
suggested that the parents' educational role in the home 
can be effective if supported and encouraged by the 
school. It was also noted that the increased interaction 
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between home and school could significantly improve a 
child's scores on basic skills tests. Gallagher further 
indicated that parent-teacher interaction appeared to be 
a school system's cost-effective means for influencing 
child development. 
In reporting on a review of 29 preschool 
intervention programs for disadvantaged children and 
their families Goodson and Hess (1975) found that parent¬ 
training had both short- and long-term gains. Success of 
these programs was attributed to an increase in parents' 
awareness of their influence on their child's behavior, a 
more focused view of their own interactions in their 
child's educational activities, an increase in verbal 
interaction, and an increase in parent responsiveness to 
the child. Goodson and Hess also pointed out that these 
changes appeared to have a significant impact on the 
child's educational success. The study indicated that 
preschool programs that are concerned with training 
parents as teachers consistently were successful in 
producing immediate and stable cognitive gains. The 
study included programs designed to change parent 
behavior, attitudes, or knowledge in some way. Also, 
that these programs had a significant effect on parental 
attitudes and participation in early education. 
Conclusions of this study indicated that "educational 
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support during infancy could prevent the depressed 
performances in later childhood commonly observed in 
children from low-income families" (p. 224). 
Research is available to support the idea that in 
order to have an impact on both children's achievement 
and the quality of schools as institutions serving the 
community, parental involvement should be comprehensive 
and long-lasting. Ira Gordon (1978) indicated that the 
evidence was consistently positive that there were 
significant, long-lasting effects: that children whose 
families participate in school programs did better than 
comparable children for as long as ten years after the 
program ended. 
The influence of the parents and home on the child's 
early learning pattern is explained in programs for 
school-aged children. The data from these programs show 
that the programs were most effective when carefully 
planned, lasted at least a year, had an educational 
focus, and included as their major delivery system 
parents working at home with their children. 
Gordon suggested that parents of students in the 
early grades play six critical roles: "volunteer, paid 
employee, teacher at home, audience, decision maker, and 
adult learner" (p. 37). These roles influence not only 
parents' behavior and their children's work, but also the 
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quality of the schools and communities with which the 
families interact. He also concluded that the more 
comprehensive and long-lasting the parent involvement, 
the more effective it was likely to be. Furthermore, 
the effects were not evident just in children's 
achievement, but in the quality of the schools where the 
parental involvement programs were promoted. 
Further evidence substantiates a significant 
relationship between parent involvement and its effects 
on parent satisfaction, teacher satisfaction, and student 
achievement. Herman and Yeh (1980) reported on their 
study of 256 schools in California and found there was a 
positive connection between student achievement and 
parent satisfaction with the school. Data were 
collected using a stratified random sample of two second- 
and two third-grade classrooms from each of the 256 
schools as well as from randomly selected teachers and 
principals. The study indicated that parents' positive 
perceptions of their influence and relationships with 
teachers affect their participation in school activities, 
which in turn can have a positive effect on student 
achievement. Parental involvement in this study was 
broken down into several categories: school-home 
communication, parent awareness of school operations, 
parent influence, parent participation in school 
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functions and activities, and teacher-parent relations. 
Implications of the study suggest that an increase in 
parent participation in the school such as volunteer 
activity, parent meetings, school fairs, or PTOs may 
effect parents' feelings of well being and rapport with 
the school. Herman and Yeh further concluded that when 
the schools showed concern for parents by offering 
support or sending information home that parents, viewing 
this as positive, were in turn more cooperative. 
D.J. Irvine (1979) reported that parents involved in 
an experimental pre-kindergarten program in New York City 
had a highly significant effect on their child's 
reasoning, verbal concepts, and school related skills. 
Parent involvement included "school visits, home visits 
by school personnel, meetings, employment in the 
program, and incidental contact" (p. 41). The author 
found that children's test scores were directly related 
to the number of hours the parents were involved in the 
program over the school year. The study further 
concluded that the greatest gains were noted in the 
children who started out with the lowest scores. 
The results of this study implied that school 
personnel should do everything in their power to insure 
that parents, especially those who are disadvantaged, are 
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aware of those factors that will make a difference in 
their children's success in school. 
There is suggested evidence to support that high 
achievers are much more likely to have active, interested 
and involved parents than children who are low achievers. 
Rankin (1967) based his conclusions on a study of 32 low 
achievers and 32 high achievers among 241 third and 
fourth graders at a school in Detroit. He mentioned that 
the types of behaviors reported by parents and were found 
to significantly influence achievement included "playing 
games, attending church, talking, showing an interest in 
the children's school activities, requiring children to 
make high marks, talking about school activities, helping 
with difficult homework, developing the children's 
interest in reading, and taking the initiative in 
contacting school personnel" (p. 53). 
He concluded that scholastic achievement of inner 
city children was positively related to the degree of 
concern parents had in their children's school 
activities, the degree to which parents promoted and 
encouraged children's interest in reading, the degree to 
which parents valued their children's education, and the 
extent to which parents communicated with school 
personnel. 
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Attitudes of Schools 
James Comer (1986) pointed out that some school 
programs that involve parents are intended primarily to 
help create positive learning experiences for children. 
However, there are often obstacles that prevent parent 
participation. Some schools resist parent involvement 
and just do not want parents present, and many parents 
are hesitant to become involved as well. Some school 
administrators and teachers patronize parents and only 
say they realize parental involvement is important but do 
nothing to encourage parents or provide parents the 
opportunity to engage in a meaningful role in the school. 
Other school personnel only recognize parents when there 
is a problem with the child. 
Some parents are reluctant to demand more from the 
school for fear of having school staff look with disfavor 
upon their children. Still others are afraid their 
children will perform poorly, jeopardizing their self¬ 
esteem as parents. When parents and schools have 
educational differences such as parents being not well- 
educated or having different attitudes about education, 
then reluctance in effecting involvement is evident. 
Comer further stated that schools can "improve the 
relationship" (p. 42) by using parents more effectively. 
Parent participation needs to be thought out deliberately 
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by the educators, and parent concerns about "teaching 
methods, the goals of the school, and even the competence 
of the staff" (p.42) needs to be addressed. An 
underlying assumption persists that many PTOs function 
superficially under the principal's control and do not do 
much to improve the climate of the school. When parents 
sense that their participation is thought of as tokenism 
by the staff, then they are less likely to become 
involved or to maintain involvement. It was also found 
that where school staff and parents identified and 
developed programs around common concerns, the goals were 
effectively promoted. Comer concluded that in a climate 
of good parent-teacher relationships, "students were more 
responsive to the academic and behavioral expectations of 
the staff" (p. 44). He also stated that parent 
participation in a well-structured, well-managed program 
can help eliminate harmful stereotypes that staff members 
may harbor about the community served by their school. 
Educators often see parental involvement as a mixed 
blessing; however, educators should be aware of the 
importance of parental involvement along with the 
importance of actively recruiting their support. Simply 
telling parents to get involved is not enough. Educators 
need to recognize that sometimes parents just do not know 
what to do. Schumn and Radencich (1992) suggested that 
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teachers "start the school year off with a definite 
written policy statement." This policy statement can 
address the issues of "what the teacher can expect of the 
child...what the teacher expects of the parent," and 
"what the parent and child can expect of the teacher." 
Besides a policy statement outlining expectations and 
student anticipated progress the educator can also 
provide specific strategies and suggestions parents can 
use at home to foster self-esteem and positive attitudes 
toward school and to develop "independent study skills" 
(p. 56). 
Herman and Yea (1980) stated that there is a 
positive correlation between parents' relationship with 
teachers and student achievement. Cochran and Henderson 
(1986) concluded that school personnel can strengthen 
appreciation of the parents' role by providing positive 
feedback about the students' progress to parents whenever 
possible. Communications between home and school should 
be positive and helpful rather than negative and 
punitive. Further, school personnel can and should 
strengthen informal special supports for parents, such as 
sponsoring parent organizations or holding get-togethers. 
Finally, Cochran et al. suggested that the staff should 
provide parents with information and materials to help 
them work with their children at home. Educators must 
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make clear to parents that they are valuable allies in 
the educational process and that teachers need their 
support and help. 
If educators and parents agree with Walberg (1984) 
when he stated that "parents normally control 87% of a 
student's waking time" (p. 391), then educators and 
parents should continue to cooperate in using this out- 
of-school time more effectively for the good of the 
student in particular and the educational establishment 
in general. Bracey (1991) confirmed these findings and 
reported that "starting from birth, a child spends only 
9% of his or her life in school, 91% of it elsewhere" 
(p. 400) . This gives further credence to the validity of 
the power that lies beyond the schoolhouse gate. If such 
little time is spent in school then the job of the school 
is made harder because they spend so little time there. 
Zeldin (1990) speculated that attitudes of teachers 
and principals often question both the interest or 
capabilities of poor parents to effectively participate 
in their child's education. He further concluded that 
this belief is brought about by cultural norms, sending a 
clear message that such parents are not welcomed in the 
school. In response, parents often develop a sense of 
distrust of the school. 
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Cattermole and Robinson (1985) indicated that to 
meet student needs educators ought to understand the 
needs and desires of both students and parents. While 
the parents and the community need to know what is going 
on in the school, the school needs to recognize and 
understand what is going on in the home and community. 
Communication between the school and community is vital 
if the school is to continue and depend on resources from 
the citizens. 
Cattermole and Robinson (1985) reported on a survey 
that asked parent respondents to choose, from a prepared 
list, the ways in which they actually learned about their 
children's schools and the ways in which they preferred 
to learn about their children's schools. Results showed 
that parents preferred information that came to them 
directly from the schools--through their children, their 
children's teachers, and through report cards or school 
newsletters. 
Zeldin (1990) reported on the perspectives and 
responses of school staff to outreach policies. Outreach 
programs have been encouraged by educators for the 
purpose of enhancing child development and academic 
achievement. Findings in Zeldin's study were based on 
responses of school staff to outreach policies and on 
visits to eleven schools in six urban areas. All schools 
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in the study served a high percentage of children from 
poverty areas. Conclusions of the study indicated that 
school staff clearly respected the different conditions 
confronting these parents, yet they did not expect 
parents to actively participate in their children's 
learning. This mindset seemed to affect responses to 
outreach policies. While staff strongly supported 
teacher-parent conferences, and engaged in improving the 
quality of the meetings, the school did not follow-up on 
outreach programs aimed at involving parents through 
other strategies, especially those requiring 
collaboration among teachers and parents. 
In contrast, Zeldin further stated that in schools 
where shared decision-making was not supplemental but 
deliberately set up with policies in place to provide a 
structure for collaboration, satisfactory parent-teacher 
cooperation was the result. Parents and teachers used 
their well-defined roles to make decisions related to 
those types of participation that would best meet the 
needs of the child and the interest of the parents. 
Also, it appeared that teachers who were provided with 
organizational support and teacher training had more 
parental support and involvement in their classrooms than 
teachers who were merely encouraged to involve parents in 
their classroom activities. The implication of this 
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study indicated that school administrators, especially 
the principal, are the key to empowering parents and 
teachers to reach out to each other. Parents and 
teachers are more likely to feel the need to cooperate 
when they have been empowered to make decisions on 
important issues. 
Changing the structure of the urban schools is 
possible by building a school community that embraced the 
concepts of family involvement as an essential component 
to a child's academic success. All parents want their 
child to succeed in school. The Institute for Responsive 
Education (IRE) in Boston, Massachusetts, is a non-profit 
public interest organization that promotes parent and 
citizen involvement in education. An example of IRE's 
work is the Schools Reaching Out program that worked in 
partnership with two urban public schools to develop 
strategies to build new relationships with the families 
and communities they serve. The two-year project grew 
into the current League of Schools Reaching Out, a 
nationwide network of 42 schools working on the issue of 
schools, families, and communities working together for 
the success of all children. 
The League of Schools Reaching Out focuses on six 
types of family and community involvement in children's 
learning: parenting, communicating, volunteering, 
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learning at home, representing other parents, and 
reaching out to the community. Schools in the league 
were committed to revitalizing what takes place within 
the classroom. The Schools Reaching Out project as 
described by Heleen (1990) was based on the assumption 
that one can "change people's attitudes by changing the 
structure in which they live and work" (p. 6). He 
further noted that rather than direct attention to hard 
to reach parents that there seemed to be a problem as 
well with hard to reach schools. 
The schools selected for this project were asked to 
provide a room to serve as a parent center that the 
parents could call their own. Schools also established a 
home visitor or parent support worker to visit homes. 
Results of the project indicated that parents viewed 
schools more positively and cooperated more effectively 
with teachers; a sense of mutual trust was established 
between parents and teachers (Johnson, 1990; Krasnow, 
1990; Seeley, 1990). 
Outside Influences 
Beyond the school's sphere of influence exist 
factors that limit home and school cooperation. Benson 
(1979) explained that social class, neighborhood, and 
school environments are strong forces to strong family 
33 
influences. High socio-economic children, even when 
neglected by their parents, tend to have positive support 
from their neighbors, teachers, and their own 
expectations of success in life. However, low socio¬ 
economic children, even those with strong, positive 
families, often are surrounded by negative influences 
around home and at school. The prevailing attitude of 
this group is that few expect to be gainfully employed. 
Parent involvement has the greatest impact on school 
achievement when outside influences are not strongly 
positive or negative. What this means for educators is 
that in order to improve education there is a need to do 
more to reduce the poverty environment that influences 
some of the nation's children. 
Clark (1983) reported that a family's cultural style 
was the determinant of a child's academic success. In 
his study Clark found that in high achievers' homes, 
marital status, educational level, income, or social 
surroundings are not what determine academic success. He 
stated that high achievers' homes were characterized by 
frequent dialogues between parents and children, strong 
parental encouragement of academic pursuits, clear and 
consistent limits for children, warm and nurturing 
interactions, and consistent monitoring of how time is 
used. It was mentioned that these parents felt 
34 
responsible for their children's education, valued 
education, and demonstrated concern about their 
children's academic performance. 
Clark also noted that less successful students have 
parents who supervise less and give children less 
responsibility. These parents visited the school less 
often with the exception of responding to negative 
reports. These parents were viewed negatively by 
educators and thought of as not reinforcing school 
related activities in the home. 
Bloom (1964) mentioned that children from culturally 
deprived homes display dramatic differences than children 
from culturally advantaged homes. Usually children in 
middle-class homes are given help in dealing with 
everyday solutions to problems. They use language to 
express concerns about their world, make sense of 
relationships in their environment, learn that learning 
is important, and are motivated to learn. In contrast, 
the culturally deprived homes have other concerns that 
take priority and have to do with basic survival. The 
size of the family, the low level of educational 
development of the parents, the family with one parent 
and the lack of adult stimulation are all factors that 
can prevent children from learning successfully in 
school. Poor parents often face many obstacles in 
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becoming involved in their children's education. A 
parent who speaks limited English or is a school dropout 
is not likely to see school as a friendly place. 
Bloom (1964) also stated that "by the end of third 
grade the prerequisite to later learning has been 
completed" (p. 106). The primary grade level appears to 
be when children learn an enormous amount in a short 
period of time, particularly in reading. When educators 
are seeking alternatives to the problems they cannot 
control they should look at what parents do in 
interacting with their children and react to these 
factors and their influence on learning. 
Bloom (1981) suggests that while "sociological 
studies of socioeconomic status do demonstrate 
significant effects of the home on school achievement, 
they are not helpful to the school or the parents, 
because these characteristics are not alterable" (p. 11). 
Levels of education, occupation, income, or ethnic 
characteristics offer no specific clues as to what the 
schools or the parents can do to improve the learning of 
the children. In light of this, educators need to look 
for those aspects of the child's environment that can be 




In a study of an experimental preschool program in 
Ypsilanti, Michigan, Radin tested the relative effects of 
degrees of parental involvement on children's cognitive 
growth. This 1972 study demonstrated that lower IQ 
children in the program whose mothers had counseling in 
home techniques showed greater gains in achievement than 
children whose mothers were not involved. At the end of 
the preschool year, all children showed significant gains 
on the tests, but at the end of kindergarten, only the 
group whose mothers had been involved showed continued 
growth in verbal achievement. These findings confirmed 
an earlier study by Deutsch (1968) who reported that the 
language development provided by the family setting is 
the most important external influence on the child's 
learning of language. 
Educational research documents the critical role of 
parents in the development and education of their 
children, and demonstrates the ways parents can be 
trained to improve their children's academic achievement. 
Becher (1984) found that there are several key family 
ways of behaving that are clearly related to student 
achievement. Children with high achievement scores have 
parents with high expectations for them, who respond to 
and interact with them frequently, and who see themselves 
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as teachers of their own children. In addition, 
students' academic success was found to be related to 
parental reinforcement of educational practices promoted 
at the school and was also related to parents who acted 
as models of learning. 
Beacher found that academic success was related to 
parent education programs that trained parents to work 
with their children. He further noted that parents' 
attitudes about the school can be enhanced, and this 
could help to increase teacher proficiency. 
In evaluating specific environmental conditions, 
Whiteman, Brown, & Deutsch (1967) pointed out the 
importance of the child's interactions with adults in 
cognitively motivationally stimulating settings. It was 
noted that "enrichment programs which were instituted 
early in the child's life were important because deficits 
"set in" and tend to "cumulate" (p. 334). This emphasis 
on early adult interventions was also supported by Bloom 
(1964) who reported that interactions between parents and 
child are related to intellectual growth. Bloom also 
stated that besides an emphasis on "interaction with 
adults" and the "availability of adult models" (p. 188), 
remedial effects may be the most beneficial when the 
program offers concentrated attention on a variety of 
specific areas rather than direct effort upon one. 
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Furthermore, Bloom suggested that areas of remedial 
concentration be of a "motivational, linguistic, and 
informational nature" (p. 188). 
Bloom also stated that in research studies (Dave, 
Wolf) "there is empirical and theoretical support for the 
use of the environment as a variable in our attempt to 
explain and predict growth and development." He further 
mentioned that communication and interaction with adults 
can "positively or negatively" affect the development of 
cognitive and academic growth. Also, that it is not just 
the "availability" but the extent to which the 
"individual interacts with and makes use of" (p. 70) 
specific strategies that can make a difference in 
academic growth. He further noted that the "environment 
is a shaping and reinforcing force which acts on the 
individual" (p. 78). 
As reported by Bloom (1964), Wolf established that 
"thirteen process variables could be used to describe the 
interactions between parents and children" as related to 
intellectual growth. All items listed fell under the 
headings of parental "press for achievement motivation, 
language development, and general learning" (p. 78). 
Wolf found a clear-cut difference in the levels of 
intelligence reached by children in the socioeconomic 
extremes in environment. A similar study conducted by 
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Dave was also reported by Bloom, as substantiating Wolf's 
findings. Dave based his findings on six variables (as 
compared to Wolf's thirteen), and found that the "home 
environment was directly related to educational 
achievement." He also concluded that the "home has the 
greatest influence on the language development of the 
child and the least influence on skills primarily taught 
in school." These studies imply that schools can and 
should analyze the home environment to determine the best 
strategies for the home and school to use in providing 
the appropriate "environmental conditions necessary for 
academic achievement" (p. 124). 
While Herman and Yeh (1980) concluded that 
socioeconomic status is positively related to both parent 
participation in and an awareness of school activities, 
socioeconomic status does not correlate with parents' 
perceptions of their influence in decision making. 
Apparently the key to early intervention programs is some 
form of home support letting parents know their decision 
making role. Bloom (1964) stated that when the school 
and home environments are mutually reinforced, learning 
is likely to be greatest. He also noted that the early 
years of school are when most rapid change is taking 
place. Bloom's statements are supported by his 
longitudinal worldwide studies indicating that 
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intelligence is not fixed but that intellectual growth is 
influenced by the child's environment. 
In an attempt at helping low-income parents overcome 
obstacles to school involvement many educators are 
devoting time and energies into parent solutions. Some 
of the programs include The Center for Successful Child 
Development. known as the Beethoven Project. a family- 
oriented early childhood intervention program at a public 
housing project in Chicago. This program provides 
educational, social, and medical services. 
James Comer is working with inner-city schools to 
create management teams made up of parents and teachers. 
The aims are to improve the teachers' knowledge of child 
development, to involve parents and to provide children 
with the community resources normally found outside the 
school. 
Epstein (1991) noted that Missouri had been viewed 
as a leader in developing programs to include parents in 
their children's education. In 1981 the state department 
of education in Missouri, initiated the Parents as 
Teachers. program that combined an early childhood 
component with an education program for parents. The 
program was designed to involve all families in the 
education of their children from birth to age three. The 
program succeeded in defining the importance of early 
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intervention and that parents have the greatest influence 
on young children. The findings of the study encouraged 
the expansion of this program to include children and 
their families through grade twelve. Designed to study 
parent-child interactions, the program staffed specially 
trained parent educators to serve the families; services 
included get-togethers and individual home visits. 
Parents were provided with parenting skills in general 
and educational strategies along with reliable and useful 
information that was not routinely available to them. A 
fully equipped educational resource center was made 
available so that parents could find answers to 
scholastic or family problems or interpersonal concerns 
as they occurred. The Missouri program focused efforts 
on a comfortable nonthreatening atmosphere in the school 
that would not intimidate either parent or child in the 
process. 
Davies (1991) mentioned that the Missouri Parents as 
Teachers program was a comprehensive response to changes 
in family structure in American society. Whereas 
preceding generations sought and found childrearing and 
educational help through extended families and close-knit 
communities, modifications in family structure and 
urbanization have, through the years, eliminated such 
support systems for families. Parents as Teachers 
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provides this support and fills the gap while empowering 
parents as teachers of their own children. 
Demographic Trends 
It is no secret that the complexion of American 
school is changing from year to year. Certain 
demographic factors provide information of those children 
coming into first grade that will help to predict or 
forecast with some degree of certainty what the 
graduating high school class will look like twelve years 
later. Hodgkinson stated that by the year 2000, 
America's schools will be faced with a group of students 
who are poorer, more ethnically and linguistically 
diverse, and with more handicaps. He further stated that 
because minorities will be covering a broader 
socioeconomic range there will not be a simple solution 
to the educational dilemma. He further noted that "half 
of the U.S. poor are children...that there is a direct 
link between high school retention and economic 
development." (Special Section) 
In considering demographic and statistical trends 
certain factors emerge as noteworthy. Students who drop 
out of school often display certain behaviors that may be 
visible as early as third grade. Also, they tend to have 
parents who are not high school graduates, who are not 
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generally interested in their child’s progress in school, 
and who do not provide a support system for academic 
progress. 
Family instability has been noted as having certain 
negative effects on educational achievement. Statistics 
show that more children come from one parent homes 
because of being born out of wedlock, having parents who 
divorce or separate or die before the child is eighteen. 
Mothers preferring to have their children outside of 
marriage are increasing in number and of this group, 
fifty percent are teen-aged mothers. 
Hodgkinson also mentioned that with the increased 
numbers of females in the work force, at least four 
million latch-key children can be found across the 
nation. While it is possible that some children may 
benefit from the added responsibility of being home alone 
or placed in adequate day care facilities, there exists 
the possibility that parents opting to work may actually 
cause more problems at school for the child and for the 
parent. Also, fewer parents have time to spend with 
their children or the means to provide their children the 
home environment that they need. NEA Today (1992) 
reported statistics painting a grim picture of American 
families today. The article stated that families today 
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have fewer children and are poorer and are faced with 
more complex issues related to basic survival. 
Hodgkinson (1988) suggested that educators should 
look at statistics and demographic trends in determining 
the school curriculum. He pointed out that rather than 
working in isolation the schools should work together. 
For example, no age limits should be set for students in 
nursery school to high school and on to college. 
Education should be thought of as a total process from 
beginning to end and not separate steps along the way. 
He further concluded that if people view educational 
systems as single entities through which people move, 
then programs will be developed to consider the whole 
child and his or her education. A hallmark program 
giving attention to the whole child is Head Start. 
H&ad start 
Zigler (1979) stated that Head Start could be 
credited with launching the trend toward parental 
involvement in education. The goal of Head Start was to 
provide parents with a favorable developmental 
environment for their children and to provide parents 
with the knowledge and services that would enable them to 
improve their economic status. Valentine and Stark 
(1979) contend that although parental involvement was a 
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very important part of the Head Start program it was 
never clearly defined. The influence and vision of the 
founding fathers did, however, in accepting the 
contributions of Bloom and Deutsch and the importance of 
parental involvement and much time and energy was spent 
on defining and shaping the roles of parents in the Head 
Start program. 
Often heralded as a model program, Head Start is a 
federally funded early childhood intervention program for 
disadvantaged children. It is the nation's first wide 
scale program for preschool children and families who are 
poor. Head Start was conceived in 1964 to serve 
disadvantaged children. By the mid sixties the poor and 
disadvantaged children in this country had grown to a 
record level and a marked social and political problem. 
In response to this concern, President Kennedy had 
organized a task force to assess the needs of young 
people. 
At this same time the literature was giving 
increasing attention to the importance of early 
experiences and the effects of cognitive growth and 
educational achievement of children. On the basis of the 
research findings of Bloom and Deutsch, Head Start 
focused its efforts on preschool children and their 
families. As Bloom (1964) determined, in his 
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longitudinal study of twins, that intelligence 
development is in part a function of the environment in 
which the individual lives. 
He further stated that: 
changes in the environment in the 
early years can produce greater changes 
in the intelligence than will equally 
marked changes in the environment at a 
later period of development and that 
when the school and home environments 
are mutually reinforced, learning is 
likely to be greatest (p. 90). 
The early years of school is when the most rapid 
change in cognitive development is taking place and when 
the home environment has a more powerful influence on the 
developing child's abilities. The Head Start program was 
based primarily on the findings from studies done be both 
Benjamin Bloom and Martin Deutsch. Both researchers 
have done extensive investigations in early childhood 
development. 
Bloom (1964) asserted that early intervention has a 
positive effect on cognitive development and academic 
success, noting further that home influence and, 
especially, maternal factors are important in early 
childhood development. Bloom's data also indicate that 
intellectual growth occurs most rapidly in the first four 
or five years of life and starts to level off about the 
time the child enters grade school. 
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Deutsch confirmed that the mother is the most 
influential factor in the child's cognitive development. 
Deutsch (1968) longitudinal study of children's language 
development indicated that a child learns the kind of 
language spoken by the parent. The language environment 
of the family setting is the most important external 
influence in a child's learning of language. 
These studies by Deutsch and Bloom as well as 
government legislation led to the conception of the Head 
Start program. The Economic Opportunity Act of 1964 
under the Johnson administration was enacted as major 
legislation against poverty with provisions for education 
reform. Six months later, under the direction of Dr. 
C 
Robert E. Cooke, professor of pediatrics at Johns Hopkins 
University School of Medicine, Head Start was proposed. 
Bromley (1972) indicated that the program was based on 
the reported success with deprived children. 
As a comprehensive program Head Start addresses the 
problems of the whole child. While it has not eliminated 
poverty, it has benefited the child academically and 
socially. Head Start has provided social experiences, 
prepared children for school, integrated parents into the 
social systems affecting their children's lives, and 




As the initial founding director of Head Start, 
Cooke's educational philosophy acknowledged the family 
role by emphasizing the important role of the family in 
the child's development and included parental involvement 
as a key element. This included providing parents with 
the knowledge and services enabling parents themselves to 
develop a favorable developmental environment for their 
children. Zigler (1979) stated that "parental 
involvement has been the cornerstone of the Head Start 
program from its inception" (p. 291). 
Head Start's goal is to influence a broad array of a 
child's personal qualities, including physical well¬ 
being, cognitive development, academic achievement, and 
socio-emotional development. These factors are intended 
to be viewed as interacting to promote social competence. 
Zigler (1979) defined social competence as follows: 
By social competence, we mean an indivi¬ 
dual's everyday effectiveness in dealing 
with his environment. A child's social 
competence may be described as his ability 
to master appropriate formal concepts, to 
perform well in school, to stay out of 
trouble with the law, and to relate 
well to adults and other children (p. 496). 
Head Start considered these factors in the 
development of its program. 
Long-term studies of children in the Perry Preschool 
Program in Ypsilanti, Michigan (not a Head Start program) 
and the Harlem Head Start program in New York City found 
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that students enrolled in a high quality preschool 
education program reduced the risks of criminal behavior, 
later school dropout, teen pregnancy, welfare dependency, 
and the need for remedial education. Also, by the mid 
1970's reports on Head Start started to emerge giving 
evidence to the possibility that the disadvantaged child 
would stay in school, seek preventive health care and 
avoid remedial classes (Bromley, 1972). 
Head Start was fathered by Lyndon Johnson to help 
poor three to five-year-old children, to encourage 
preventive health care, and to get parents more involved 
in their child's education. However, because of funding 
problems only forty-eight percent of the eligible 
children could participate in the program. 
In the early years of Head Start, The Westinghouse 
Learning Corporation (1969) and Ohio State University 
conducted a major research study of first, second, and 
third grade students to find out if students who attended 
Head Start programs scored differently on tests than 
children who had not attended Head Start programs. The 
study concluded that "its benefits cannot be described as 
satisfactory" (p. 11). They further concluded that 
efforts be made "to search for finding more effective 
programs, procedures, and techniques for remediating the 
effects of poverty on disadvantaged children" (p. 11). 
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The study indicated that Head Start had not improved the 
academic performance of disadvantaged children. The 
report also concluded that by the end of second grade any 
gains credited to the Head Start program participants had 
disappeared, and there was no difference in Head Start 
participants and the control group. 
The Westinghouse Report further stated that "parents 
of Head Start enrollees voiced strong approval of the 
program and its influence on their children" (p. 7). 
"The study did address the question of Head Start's 
effect on the stability of the family life" (p. 1). 
Despite the negative findings these benefits were 
acknowledged. 
Although the Westinghouse survey was often cited as 
stating that early intervention does not work, it did 
find that the "full-year Head Start appeared to be a more 
effective compensatory program than summer Head Start" 
(p. 7). Zigler and Valentine (1979) indicated that the 
impact of the Westinghouse Report was both negative and 
powerful and that an all-out effort was undertaken to 
salvage the Head Start program. After reading the 
results of the Westinghouse Report, Uri Bonfenbrenner and 
other members of the original Planning Committee 
voluntarily reconvened and set up an official committee 
to review and assess Head Start on a nationwide basis. 
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Bonfenbrenner (1979) stated that all the members of the 
official research committee were opposed to the design of 
the Westinghouse Study. Citing flaws in the design of 
the study, he concluded that uncontrolled variables would 
indicate no differences in the results, whether 
differences occurred or not. 
The Westinghouse study sent the Head Start 
administrators scurrying for evaluations or quantitative 
data to counter the negative claims, but no such 
documents could be found. Washington and Oyemade (1987) 
further stated that "the blackest day in the history of 
the program was the day the Westinghouse Report results 
were prematurely released to the New York Times stating 
that Head Start was a failure" (p. 20). 
Richmond, Stipek & Zigler (1979) cited that although 
the Westinghouse Study noted many significant, lasting, 
and positive results for some children within Head Start 
the most publicized finding was that the cognitive gains 
made by children in Head Start were often lost after the 
children had been in elementary school for a few years. 
These findings were viewed as an indictment against the 
Head Start program when it might rather have been due to 
shortcomings of the host schools. 
Irving Lazar (1981) pointed out several alarming 
problems with the Westinghouse Report. He noted that 
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there was no random assignment of a control group, no 
baseline measures, "no data on or control of the content 
of the program studied, nor any control for the length of 
the intervention." He further noted the Westinghouse 
report's statement that "differences between the IQ of 
Head Start graduates and their classmates were 
insignificant at the end of the first grade" (p. 303). 
This was an indication that Head Start had no long term 
effects on learning. Datta (1967) stated that a goal of 
Head Start was for children to do better in school. This 
is not to say the intent was to change IQ. 
While the Westinghouse Report dealt a devastating 
blow to the Head Start Program, it did not succeed in 
killing it altogether. Funds were frozen until after the 
Ford administration. According to a Newsweek article, 
Waldman (1991) stated that it was the corporate sector 
that kept Head Start alive because they saw this program 
as the salvation of the economic world. During the Bush 
administration funding was at an all time high, allowing 
sixty-seven percent of the eligible children to 
participate--hardly fully funded, but very different from 
the earlier budgets that only accommodated twenty percent 
of the children who were eligible (Gandara, 1989). The 
Clinton administration has promised to fully fund Head 
Start. Only time will tell if this promise can be kept. 
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Washington and Oyemade (1987) reported on the Head 
Start Synthesis Project and concluded that Head Start had 
positive effects on children's cognitive ability. Gains 
in the areas of self-esteem, achievement motivation, and 
social behavior were noted. Also, there were positive 
findings in the areas of improved child health, motor 
development, nutrition, and dental care. 
Meaning FQgus.ad Cues 
Utilizing parents in significant ways is critical to 
the academic success of all children, but it is 
significantly important to those children having 
difficulty in learning. It is the rule rather than the 
exception to find students in need of extra practice-- 
especially in reading--placed in a remedial class or 
group. Many times parents are notified that the child is 
experiencing difficulties, but are not necessarily given 
more information about what they can do at home to help 
the child be more successful in school. If the school 
does give the parent information, it is usually in the 
form of a book list or simply telling the parent to read 
at home with the child. This does not appear to be 
enough. Schools need to deliberately train parents how 
to interact effectively with their children. 
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If teachers and parents believe that the goal of 
reading is the comprehension of meaning (Clay, 1989), 
then reading instruction should be concerned with helping 
the reader make sense of what he/she reads. According to 
Goodman (1969), reading is a psycholinguistic process, 
because language is used, in written form, to get to the 
meaning. Psycholinguistics is defined as the study of 
interrelationships of thought and language. 
Since guided oral reading occupies a significant 
amount of time and attention in most primary reading 
programs (Howlett and Weintraub, 1979, O'Brien, 1981), 
there is reason to believe that oral reading can be a 
useful source of diagnostic information if used properly. 
When testing oral reading many teachers and most 
parents apparently view digressions made in the text as 
mistakes or errors. Unfortunately, this view does not 
address the real issue of helping the child develop an 
intimate relationship with the author in order to 
understand what he or she is reading (Goodman and Burke, 
1972). Teachers and parents need to listen carefully and 
sort children's deviations into categories so that 
strategies may be taught to enhance the understanding of 
the material. 
Miscue is a term coined by Kenneth Goodman (1967) to 
denote a deviation from the text. This terminology had 
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been suggested to replace the word error with a 
description that better qualifies the phenomenon. In 
this view, discrepancies between what we might observe in 
reading behavior and what we expect are caused by the 
same set of factors that enable the reader to process 
material where miscues do not occur. 
Niles (1980) suggested there are many people who 
believe that simply counting errors on informal reading 
inventories would help a teacher determine a student's 
instructional level. Rather than a reading diagnosis 
consisting primarily of simple error tally--for both 
standardized and informal tests--the kinds of insights 
that miscue analysis can provide are the result of 
looking at reading in a very different way than had been 
traditionally the case. Miscue analysis is a monitoring 
device that makes it possible to view the manner in which 
a student is processing a given reading selection. 
Yetta Goodman and Carolyn Burke (1972) stated that 
oral reading is an important technique for studying 
closely what a child does when he or she reads. An 
observer can gain insight into the actual reading process 
of the reader. Goodman and Burke developed a system for 
comparing expected oral reading responses with observed 
oral reading. The difference between responses became 
the key to a new approach in teaching reading. 
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Reading specialists have searched in all directions 
for effective strategies that will help poor readers 
become proficient and eager readers. Despite the search, 
most programs include stress on word decoding, phonic 
identification, and grammar drill with the notion that 
such skills are the means for learning to read and that 
such identification skills can be arranged in a 
meaningful scope and sequence. Chang and Watson (1988) 
stated that this method teaches the children to focus on 
remembering sounds rather than on reading for meaning. 
They added that overemphasis on the use of graphic cues 
in reading instruction causes children to use far more 
visual information than should be necessary. 
Reading for meaning without being overly concerned 
with word-by-word accuracy is an important issue in 
reading. Clay (1979) told us that poor readers tend to 
rely too heavily on letter by letter and word by word 
analysis. In oral reading, the poor readers tend to make 
blatant errors that sound like the words they are trying 
to read yet make no sense (Hood, 1975). Thus meaning 
becomes lost because the reader is concentrating on 
saying the words correctly (Weber, 1970). 
Sometimes poor readers rely heavily on small bits of 
information they already have about the story. These 
children have learned to depend on illustrations, titles 
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and other visual cues to come up with a sensible story 
(Anderson, Hiebert, Scott and Wilkinson, 1985). Children 
tend to over-rely on contextual cues when they do not 
have enough skill at word identification to make sense 
out of the written message. 
Clay (1989) tells us that poor readers may be 
learning different things than good readers from 
classroom instruction. Their frame of reference often 
encourages them to use a narrow range of strategies and 
apply their knowledge in rigid ways. Many poor readers 
tend to sound out every word they see and do not notice 
when their reading does not make sense. 
Focusing on Meaning 
Good readers have learned to identify quickly the 
pronunciation and the meaning of words (Anderson et al., 
1985). Readers also recognize words more quickly if they 
are in meaningful context, i.e., "nurse" is more easily 
recognized if it follows "doctor" (Anderson et al., 
1985). Whole language theorists such as Holdaway (1989), 
Clay (1989), K. Goodman (1965), and Y. Goodman (1972), 
agree that, when learning to read, children use the same 
vocabulary, syntax, and phonology as they have already 
mastered in speech. This is why whole language advocates 
stress the importance of using the child's natural 
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language as a basis for teaching strategies that will 
help in solving problems and taking risks while reading. 
Hoffman (1987) discussed reading as a process rather 
than an accumulation of small skills. In evaluating 
reading, the concern should not be the total reading 
score or reading levels but an increase in the use of 
semantic cues or the ability to monitor one's own 
comprehension. Hoffman (1987) further stated that there 
should be a greater reliance on miscue analysis and the 
development of check lists for processes rather than for 
skills. He further reasoned that from a child's miscues, 
inferences should be drawn about the cuing system that 
the child uses as a reader. Miscue analysis can show us 
if a reader is relying on decoding or attempting to 
construct meaning from the text. Hood and Kendall (1975) 
pointed out that series of miscue analyses over a period 
of time, demonstrate a child's progress toward becoming a 
meaning focused reader. 
Self Correction 
Learning to read efficiently involves an in-depth 
knowledge and understanding of our language. Therefore, 
it is important to teach children strategies that take 
into account graphophonemic cues. Knowing about the way 
words are written helps us to make sense out of what we 
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read (Newman and Church 1990). Readers also use other 
cues: semantic, cues about meaning, and syntactic cues 
about the structure of the particular passage. 
Garrison and Hoskisson (1989) stated that books that 
allow children to predict what will happen in a story 
engages their interest and helps them to organize their 
thinking. The researchers further noted that predictive 
reading provides for self correcting. 
Beth Herman (1988) asserted that reading is a 
strategic meaning-getting process requiring awareness and 
control of complex reasoning processes. She further 
explained that strategic readers learn to apply meaning 
to text with little help while poor readers need explicit 
instruction on how to be strategic when reading. Her 
study compared two approaches to reading: (1) Direct 
explanation which helps poor readers understand how the 
reading process works, (2) Reciprocal teaching which 
emphasizes helping readers understand how to study and 
learn from text strategically. 
Goodman and Burke (1972) have mentioned the need for 
students to develop a conscious awareness of the reading 
process and to talk about their reading. Rechek and 
McTague (1988) described a reading strategy involving 
materials that highly motivated youngsters. Their 
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findings indicate that books containing natural language 
are an important factor in reading for meaning. 
Yetta Goodman (1972) contended that the reader's 
focus must always be on constructing meaning from the 
author's message. She said that the reader's 
construction of meaning occurs naturally as the reader 
develops. Researchers (Hoffman et al, 1981; Howlett and 
Weintraub, 1979) agree that oral reading relates 
significantly to the presence of an audience and to 
specific audience response. 
Hoffman (1987); Hood (1975); and Clay (1989) 
reported that poor readers' miscues are less contextually 
appropriate than that of good readers and that all forms 
of miscue analysis record automatic self-correction. 
Poor readers have learned that teachers and parents 
expect and reward reading accuracy (Hoffman et al. 1984; 
Taylor et al. 1983). Taylor and Nosbush (1983) stated 
that poor readers must experience serious disruption of 
text before noticing that there is a problem. Murray 
(1972) wrote that elementary children seemed largely 
unaware of their reading strategies. 
Trovado and Bradley (1980) reported that a Montreal 
study showed error patterns changed sharply from grade 
one to grade three. The study further showed that 
children's errors suggested that they viewed reading as 
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an aspect of language and wanted their responses to make 
sense. 
Teacher Responses 
It is necessary to analyze what teachers are doing 
in oral reading instruction before involving parents as 
reading support outside the classroom. Hoffman (1979) 
suggested that teachers' responses to miscues should 
include three factors: (a) selectivity, (b) timing, and 
(c) form. Hoffman, et al, (1984) said that good readers 
were generally interrupted by teachers less often than 
poor readers. Allington's (1980) study states that 
teachers disregard the type of errors children make and 
corrected students no matter the semantic nature of the 
miscue. Allington (1980) pointed out that teachers 
interrupted poor readers immediately after miscues 
seventy-four percent of the time, but immediately 
interrupted good readers thirty-one percent of the time. 
In a study by Steinert, Campbell, and Kiely (1981) it was 
found that in reading with their children, parents also 
tended to give feedback immediately after the miscue. 
Some researchers suggested that teachers should 
respond selectively to miscues. Children should be 
encouraged to skip words that give them trouble. 
Teachers should ignore miscues unless they disrupt the 
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understanding of the story. Nevertheless, students are 
often corrected immediately after the miscue. Niles 
(1980) found that this type of interruption calls 
attention to the actual print, the letters or words, and 
away from meaning. Teachers need to consider the 
appropriateness of interrupting reading and the timing of 
the corrections. 
Hoffman (1979) pointed out the importance of wait¬ 
time or waiting to correct a miscue at the end of a 
sentence or at any such natural break in the text. A 
study by Hoffman et al (1984) showed that verbal feedback 
at appropriate breaks increased students' self¬ 
corrections. Hoffman et al (1981) noted that delayed 
feedback helped readers recognize their own errors. 
McNaughton (1981) said that children tend to rely on 
external help rather than rely on the use of their own 
self-correction strategies. Immediate correction by 
another (teacher or parent) does not allow this personal 
error recognition. Allington (1980) pointed out that 
teachers interrupted poor readers immediately after 
miscues seventy-four percent of the time but immediately 
interrupted good readers only thirty-one percent of the 
time. In the study by Steinert, Campbell, and Kiely 
(1981) it was found that in reading with their children 
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parents also tended to give feedback immediately after 
the miscues to both good and poor readers. 
Several types of feedback to miscues have been 
discussed in the literature. Many forms are considered 
counter-productive while others enhance meaning. Hoffman 
et al (1984) discussed the negative effects that terminal 
feedback can have toward the student's growth in reading. 
Terminal feedback is defined by Anderson, Brophy, and 
Everson (1977) as simply telling the reader the word. 
Mudre and McCormick (1989) suggested that the use of 
sustaining feedback allows the teacher to "prompt the 
student to try one or more strategies to identify a word" 
(p. 92) . 
Seven types of sustaining cues have been identified 
and categorized by Spiegel and Rogers (1980): visual, 
sound, spelling, meaning, visual context, structural 
analysis, and reference to prior use. In their study of 
the teachers using sustaining cues, only five percent of 
those cues were reported as focusing on meaning. 
Parents as Tutors 
Meckler (1972) reports that programs training 
parents to use specific teaching techniques, involving 
set objectives, and increasing time children read at home 
resulted in significant gains in reading. 
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Children achieved more growth in reading when their 
parents were taught to follow specific procedures helping 
the children use context for word recognition and 
encouraging them to self-correct (McNaughton, 1981). 
Also, more gains in reading were noted when parents were 
trained to use positive verbal feedback. 
Many studies reporting the results of parents 
tutoring have shown varied results. Doss (1981) 
indicated that little was gained by merely encouraging 
parental attendance at school-related reading tasks. He 
further noted that little or no training produced no 
measurable gains in reading achievement. Follow-up 
seemed to be an important element (Crossett, 1972) in 
parent training. Success of parent tutoring has been due 
(Murray, 1972) to a combination of factors: intensive 
training, supervision of parents, and use of clearly 
specified objectives. 
Positive Reinforcement 
Trovado and Bradley (1980) reported on a program 
where parent tutors used positive reinforcement depending 
upon the number of correct responses; this program showed 
their children making twice as much gain in reading as a 
group who did not receive reinforcement. 
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Verbal praise, attention or other forms of approval 
are important especially when they are used in a natural 
meaningful or appropriate manner (Sulzer-Azaroff and 
Mayer, 1977). Parents should offer words of approval 
when a child uses a strategy modeled by the parent to 
figure out unknown words. 
Morgan and Lyon (1979) told us that frequent praise 
from parents in response to the child's attempts to read 
independently had definite positive effects. An increase 
in children's scores was reported by Stanovich (1980) for 
word recognition, paragraph comprehension, and vocabulary 
when mothers used verbal reinforcement immediately after 
self-correction. 
Parents can take on a variety of roles in helping 
their children to succeed in school. Ira Gordon (1978) 
indicated that parental involvement in a child's 
education should be comprehensive and long-lasting. 
If true reform of our nation's schools is to take 
place then there are certain attitudes that need to be in 
place. 1) We should believe that all children are 
capable of learning and can achieve success in school. 
Children will not be presumed failures because of social, 
economic, or racial make-up of their neighborhoods or 
families. 2) It is crucial to academic growth, that the 
whole child be addressed by the school and by the family. 
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3) The responsibility of the academic development of the 
child should be viewed as an overlapping process that is 
shared by the school and the family. 
Schools need to understand the child's home and 
community and to respond appropriately to conditions that 
may affect the child's academic success. If possible, 
schools should identify the problem and actively reach 
out to engage those reluctant parents. Parental 
participation in the schools is often inhibited by 
factors such as lack of energy or of time because they 
work, or lack of self- confidence because of education or 
due to language barriers. The school's goal should be to 
find alternative ways to include these parents in their 
child's school activities. 
If educators continue to expect parents to come to 
school only during certain hours, then perhaps they are 
deliberately eliminating the working parent or the parent 
too self-conscious to want to associate with other 
parents. If schools expect parents to be partners in 
education then educators need to build on the strengths 
of the families, consider their differences, and develop 
specific strategies to help involve parents in their 
child's academic achievement. 
Teachers should be encouraged by the school district 
to study home and school partnerships. Without teacher 
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participation the process is incomplete. If teachers 
feel it is useless to engage parents in the schools then 
little or no progress is possible. Schools should allow 
time for teachers to investigate, discuss, and develop 
programs and ideas if true partnerships are to be 
effective. 
Parent involvement can be effective if it is thought 
of as important, is clearly supported by the educational 
staff, and is treated in a deliberate manner rather than 
as something that just happens. Educators should be 
willing to share discussions about curriculum with the 
parents and, in return, hope that parents will 
reciprocate by working with their children to be better 
students. 
Schools of today are faced with the reality of 
meeting the needs of every child while coping with 
demographic, and socioeconomic constraints that can be 
found in every child's environment. Accepting the 
challenge of educating a child involves finding ways to 
utilize every available resource that exists in that 
child's life and overcome the obstacles that hamper 
academic progress. 
Teaching children to read is a complex task. 
Involving parents in the process is an even more complex 
undertaking. External factors often cause difficulties 
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for educators trying to inform parents about the reading 
process; therefore, it is only practical to use simple, 
direct, non-cumbersome strategies that are easy to 
deliver when training parents as tutors. 
CHAPTER III 
RESEARCH DESIGN AND METHODS 
The main purposes of this study was to: (1) 
determine if parents could be trained as tutors of their 
own children to deliver specific meaning focused oral 
reading strategies; (2) to identify factors that 
contribute to successful parent training programs; (3) to 
see if there was a change in reading achievement in 
students who had been tutored by parents trained to 
deliver specific oral reading strategies; (4) to examine 
the results of the Parent Attitude Questionnaire of 
parents who had participated in the training program; (5) 
to compare and examine the results of the Parent Attitude 
Questionnaire. By asking questions and looking for 
answers it seemed possible to create a new awareness of 
the meaning of parent involvement in schools. This 
research set out to explore what parents can do to 
improve students' reading achievement. Parents are an 





The sample for the parent intervention part of the 
study was limited to one third grade class of eighteen 
children. The Parent Attitude Questionnaire was 
distributed to about one hundred parents of third grade 
students at the school where this study was conducted. 
Of the eighteen parents of students eligible to 
participate in the parent training program, eight 
volunteered for the study. These eight students 
determined the experimental group and the remaining ten 
determined the control group. As a screening procedure 
and to provide a standardized measure of instructional 
levels (pre-test and post-test) the Gates-MacGinitie 
Reading Test Forms K and L, Level 3, was administered to 
the eighteen subjects in the experimental and control 
groups. Audiotapes of parents' responses were used to 
measure parent behavior. Comprehension was measured by 
asking the children literal questions at the end of each 
story. An attitude questionnaire was distributed to all 
parents of students in the third grade. A Likert-type 
scale was used to measure the responses to the 
statements. 
Parents in the experimental group attended three 
separate training workshops. These sessions were 
designed to train parents three strategies for 
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effectively responding to children's reading errors. The 
specific strategies were: (a) selecting which errors to 
correct and when to correct; (b) deciding how these 
errors should be responded to; and (c) praising the child 
for responding independently and self-correcting. 
At the first workshop parents were trained how to 
respond selectively to miscues. It was explained that 
they should encourage their child to skip words that give 
them trouble and that parents should ignore miscues 
unless they disrupt the understanding of the story. 
Additionally, parents were instructed about the 
appropriateness of interrupting reading and the timing of 
the corrections. It was explained that by interrupting 
at an inappropriate time often results in calling 
attention to the actual print, the letters and words, and 
away from meaning. 
During the second workshop, the importance of wait¬ 
time and allowing time for the reader to recognize his or 
her own error was explained to the parents. Parents were 
instructed to wait until the end of the sentence or at 
any such natural break in the text to correct a miscue. 
It was further explained that delayed feedback helped the 
readers recognize their own errors and helped the reader 
rely on the use of his or her own self-correction 
strategies. Parents were also informed of several types 
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of feedback to consider when offering students assistance 
in reading. It was suggested that parents prompt the 
student to try one or more strategies to identify a word. 
The parent may tell the child to read to the end of the 
sentence or say the beginning sound of the unknown word 
and then read to the end of the sentence. Parents were 
asked to keep in mind that the child should focus on the 
meaning of the words and not on individual sounds and 
letters of the individual words. 
The third session trained parents to use positive 
reinforcement when the child has self-correction or has 
attempted to use a strategy modeled by the parent to 
figure out unknown words. The use of verbal praise, 
attention or other forms of approval should be used in a 
natural meaningful way when it was appropriate. 
A ;L-test was applied to the test data to compare the 
means of the pre-test and post-test data for the 
experimental and control groups. Significance of the 
study was determined using the results of the test. 
A case study design was employed to investigate the 
efficacy of training parents to tutor their own children 
in oral reading skills. Through systematic series of 
questions, answers to problems about parent training and 
suggestions for developing better reading comprehension 
skills in children was discussed. 
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The use of a mixed-method design (combining 
qualitative and quantitative methods) to investigate the 
effects of training parents to use oral reading 
strategies to tutor their own children allowed for an 
enriched understanding of the complex issues related to 
parent training and the effects on children's reading 
achievement. It was thought that by means of systematic 
reflection and using the classroom as a laboratory would 
lead to a greater understanding about the teaching and 
learning process and, hopefully as a result, a more 
direct role for teachers in school policy and decision¬ 
making (Duckworth 1988). 
Population and Sample 
This study took place in an elementary school in a 
suburb of Boston, Massachusetts. This school houses 
children from pre-kindergarten to grade five. This 
economical developed community of about seven thousand 
people, is located approximately twenty-three miles west 
of Boston. The town maintains a history of traditional 
values and holds onto the open town meeting form of 
government. 
Selection of participants in the parent training 
program was determined by first, being a parent of a 
child who was in a particular third grade class at the 
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selected school; second, volunteering to participate in 
the training sessions; and third, willingness to spend 
fifteen minutes each evening for four weeks reading with 
his or her child. Those parents who volunteered for the 
project determined the experimental group while those who 
did not were considered the control group. 
Instrumentation 
To identify each child's reading grade level, this 
investigator administered the Gates-MacGinitie Reading 
Test. The Gates-MacGinitie Reading Achievement Test, 
Third Edition, Level 3, Forms K and L, was administered 
to students in both the control and experimental groups. 
This edition of the test was copyrighted in 1989. This 
test measures the child's reading vocabulary and 
comprehension, which is the child's ability to read and 
understand passages. The vocabulary test has forty-five 
items. The comprehension test has fourteen passages with 
a total of forty-eight questions about the passages. 
This test was used because of its excellent reliability. 
According to the test manual the test was standardized 
using the 1980 U.S. Census as a sampling basis. The test 
was validated using a nationwide field test in which 
items were selected from a pool of test items (Gates- 
MacGinitie 1989, pp. 35-37). 
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Audiotapes were used to measure children's behavior 
while reading aloud to their parents. This medium 
recorded verbal reading behaviors. Comprehension 
questions were given in the form of literal information 
from the stories read. It was not the intention of this 
researcher to give direct instruction in the development 
of comprehension strategies. Since my goal was to 
determine if the reader was gaining meaning from the text 
this type of check on comprehension was utilized. 
A questionnaire was used to measure the attitudes of 
parents whose students participated in the study and 
those who did not participate toward the educational 
programs offered in their community and about their 
perceptions of parental involvement on four subscales. 
The questionnaire used in this survey was divided into 
four parts (1) Parents as Educators at Home; (2) School 
Responsibilities; (3) School-Home Communications; and (4) 
Parents as Decision-Makers. This instrument was used 
because it was felt that the thirty items would assess 
parents' perceptions on four subscales. 
The questionnaire used was constructed by Ruth 
Simmons Herts (1990). The survey used a Likert-type 
(Likert 1932) scale to measure the respondent's 
perceptions of each statement. The five responses to 
each statement were strongly agree, agree, disagree, 
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strongly disagree, and undecided. I submitted the 
instrument to several colleges in my school district to 
determine clarity of the items. 
To insure that the questions were easily understood 
and the language clear, the survey form was piloted with 
a small group of educators and non-educators. This 
review helped to determine if original items should be 
restated or deleted. 
Data Collection 
Prior to the collection of data, permission of 
appropriate administrative personnel was secured. The 
principal of the school was given a copy of the 
questionnaire, a cover letter, and any authorization 
notes received. 
Parents of students in the control and experimental 
groups were identified. Letters were mailed to the 
parents inviting them to attend an informational meeting. 
Also, letters of approval of the study were mailed to the 
parents. At this meeting parents received information 
about the project and their responsibilities were 
outlined. During the study, a total of five meetings 
were held with the parents of the experimental group. 
These included an introductory meeting to explain the 
program. Next, parents participated in three two-hour 
77 
workshops that involved direct training in one of the 
tutoring strategies used while reading to their children. 
These were that responses to miscues should include three 
factors: (1) selectivity, (2) timing, and (3) form and 
the use of positive reinforcement when the child used or 
attempted to use one of the strategies to self-correct an 
error in reading. In each workshop, after the strategy 
had been described, exemplified, and demonstrated, 
parents practiced in pairs. At the end of each workshop 
parents were provided with a checklist of procedures for 
them to follow while tutoring their child at home. A 
follow-up meeting was held at the conclusion of the 
study. 
Each workshop was followed by a phone call. Parents 
were requested to audio tape all tutoring sessions. The 
Gates-MacGinitie Reading Achievement Test was 
administered to all students in the control and 
experimental groups just prior to the first workshop. 
The post-test was given at the conclusion of the study. 
Questionnaires were sent to all parents of third 
grade students in the district. Included with the 
questionnaire was a cover letter explaining the study. 
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Data Analysis 
Students pre-test and post-test scores on the Gates 
MacGinitie Reading Test were used to compute mean gains. 
Mean gains were compared using a £. test. Audiotapes were 
reviewed and parent's behaviors were recorded. All 
conversations with parents about this program were 
reviewed. 
Questionnaire items were organized for analysis in 
the following categories: (1) Parents as Educators at 
Home; (2) School Responsibilities; (3) School-Home 
Communications; and (4) Parents as Decision-Makers. The 
results were analyzed using the appropriate statistical 
techniques: (1) Repeated measures analysis of variance; 
(2) Scheffe comparisons for treatments; and (3) One-way 
analysis of variance. 
Limitations LQ. the Study 
This study was limited to the third grade students 
and their parents in the selected school district. This 
study was also limited in size with the experimental 
group consisting of eight students and the control group 
of ten. Eight parents in the experimental group, eight 
parents in the control group and fifty-five parents of 
other students completed and returned the questionnaire. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF DATA 
This study was conducted to explore the effects of 
training parents to deliver specific reading strategies 
to their children as they listened to them read aloud. 
The study was based on the assumption that parents could 
be trained to be effective at tutoring their own children 
in reading and using specific strategies to improve their 
child's reading comprehension. Also, this research was 
designed to answer specific questions developed from this 
assumption. 
Source ol the Data 
Both traditional statistical procedures and 
alternative methods were used in reporting the findings 
of this study. Since the sample size was small and to 
minimize the barriers created by the traditional research 
reporting format and style, a case study format of 
reporting was also used. The statistical findings of the 
study were based upon the data collected from the pre¬ 
test and post-test raw scores of the Gates-MacGinitie 
Reading Tests for the experimental and control groups of 
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third grade students. Also, the results of the scores on 
the Parent Attitude Questionnaire were reported in 
statistical format. The Gates-MacGinitie Reading Test 
measures the child's ability to read and understand 
passages. Raw scores were used to compare pre-test and 
post-test data. Parallel Forms K and L of the Gates- 
MacGinitie Reading Test were used to determine these 
results. A summary of the number of students at the 
beginning of the study and the number of students who 
completed the study is described in Table 1. 
Table 1 
Number of Students Participating in the Study 
Number of Students Beginning End 
Control 10 8 
Experimental 8 8 
Other Third Grade Parents 81 55 
Total 99 71 
81 
Parents who volunteered to participate in the 
training program comprised the experimental group. Also, 
data collected from parents of both the experimental and 
control groups as well as other parents of third grade 
students on the Parent Attitude Questionnaire are 
included in this chapter. A thirty item questionnaire 
that used a Likert-type scale was sent home to the 
parents of all third grade students in this town. 
Responses to the questionnaire were received from all 
eight parents of students in the experimental group, or 
100 percent of the population. Of those surveys 
returned, all eight were usable. Completed responses 
were received from eight parents of students in the 
control group, or 80 percent of the population. Of the 
surveys returned, eight were usable. Two parents in this 
group failed to sign the appropriate consent forms. 
Also, completed responses were received from fifty-five 
parents of other third grade students. This represents a 
return of 68 percent of the population. Of the surveys 
returned by this group, all fifty-five were usable. 




Number of Questionnaires Returned by Parents 
Participating in the Study 
Respondents Number Number Percent 
Disseminated Usable Usable 
Control 10 8 80% 
Experimental 8 8 100% 
Other 81 55 68% 
Total 99 71 72% 
Description of the Respondent Group 
As shown in Table 2, ninety-nine questionnaires were 
distributed to parents of children enrolled in the third 
grade class in the selected district. A total of 71 
questionnaires, composed of 8 experimental, 8 controlled, 
and 55 other parents of third grade students, were 
usable. 
This research was designed to address specific 
questions. First, would there be a significant 
difference between pre-test and post-test scores on the 
Gates-MacGinitie Reading test for those children who had 








during oral reading? Secondly, what were the attitudes 
of the parents on the Attitude Questionnaire? 
The reading instrument, which measured reading 
vocabulary and comprehension, had a multiple choice 
response scale asking the participant to fill in the 
bubble next to the correct response. Pre-test raw scores 
were obtained before the intervention and post-test raw 
scores were obtained after the four week intervention 
period. At the beginning of the study, eighteen students 
were administered the pre-test. Of that number eight 
students were in the experimental group and ten students 
were in the control group. 
Treatment of the Data 
Data collected from the student and parent 
instruments were tallied by hand and the results entered 
into the ULTRIX (Titan) computer system at The 
University of Massachusetts at Amherst. The Statistical 
Package for the Social Sciences (SPSS) was used to 
analyze the data. From the students' pre-test and post¬ 
test scores and from the frequency distributions, means 
and standard deviations were calculated. The items 
representing the four subscales from the parent responses 
to the questionnaire are listed in Table 3. 
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From the students' pre-test and post-test scores, 
means and standard deviations were obtained for the 
experimental and control groups. 
Table 3 
Questionnaire Subscales 
Subscale Item Numbers 
Number Subscale Name in Subscale 
1 Parents as Educators at Home 1-13 
2 School Responsibilities 14-20 
3 School-Home Communications 21-24 
4 Parents as Decision Makers 25-30 
Presentation of the Data 
The research data are presented in two sections. 
The first section serves to summarize the descriptive 
information about student performance on the Gates- 
MacGinitie Reading Test. Raw scores for the reading 
test are given for the experimental and control groups 
for both the pre-test and the post-test. Differences in 
the scores are listed in Table 4. A comparison of 
reading pre-test and post-test means, standard deviations 
and mean gains for the experimental and control groups 
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are presented in Table 5. A comparison of mean scores 
and standard deviations for males and females is 
presented in Table 6. 
The second section details the results of the Parent 
Attitude Questionnaire. The data collected in this study 
for the parents responses to the Attitude Questionnaire 
were first organized into frequency distributions 
according to control, experimental, and other groups. 
Data are also presented according to the subscales as 
described in Table 3. Also reported on these tables are 




Distribution of Student Scores 
E = Experimental Group 
C = Control Group 
M = Male 
F = Female 
Student 
Number Group Sex Pre-test Post-test Difference 
1 E M 30 57 27 
2 E M 65 78 13 
3 E M 57 69 12 
4 E F 84 89 5 
5 E F 74 76 2 
6 E F 30 56 26 
7 E F 78 85 7 
8 E F 66 82 16 
9 C M 64 70 6 
10 C M 54 64 10 
11 C M 75 79 4 
12 C M 29 38 9 
13 C F 55 62 7 
14 C F 28 34 6 
15 C F 45 52 7 
16 C F 62 62 0 
17 C F 74 78 4 
18 C F 33 35 2 
Mean 55.7 64.8 
Standard Deviation 18.9 16.9 
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Table 5 
Pre-test Means, Post-test Means, and Mean Gain 
Scores of the Experimental Group and Control Group 
on the Gates-MacGinitie Reading Test 
Number 
of Pre-test Post-test Mean 








Mean Scores and Standard Deviation Scores of Males 
and Females 
Number 
of Mean Standard Standard 
Group Students Gain Deviation Error 
Males 7 11.6 7.5 2.8 
Females 11 7.5 7.4 2.2 
t value = 1.14 
Degrees of freedom = 16 
2-tailed probability = .27 
Shows no significance difference at the .05 level 
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Table 7 
Group Mean and Standard Deviation 
on the Gates-MacGinitie Reading Test 





Size Mean Deviation 
Pre-test 
Experimental 8 60.5 20.6 
Control 10 51.9 17.6 
Post-test 
Experimental 8 74.0 12.4 
Control 10 57.4 17.0 
Gain 
Experimental 8 13.5 9.2 
Control 10 5.5 3.1 
Level of confidence set at .05 on two- tailed t test. 
Pre-test t value = .96 
Shows no significant difference at .05 level 
Post-test t value = 2.31 
Shows a significant difference at .05 level 
Gain t value = 2.59 
Shows a significant difference at .05 level. 
Degrees of freedom = 16 
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Parent Training and Reading Achievement 
An examination of the pre-test mean reading scores 
of the experimental group (60.50) and the pre-test 
reading scores of the control group (51.90), indicate 
that the experimental group had a higher, but not 
significantly higher, pre-test mean score at a difference 
of 8.6 points higher than the control group. An 
examination of the post-test mean reading scores of the 
experimental group (74.00), and the post-test reading 
scores of the control group (57.40), indicates that the 
experimental group had a significantly higher post-test 
mean score a difference of 16.6 points higher than the 
control group (t=2.31. Pc.05). The experimental group 
had a mean gain score of 13.50 points while the control 
group had a mean gain of 5.50 points (t=2.59. Pc.05). 
The experimental group achieved a mean gain in reading 
achievement 8.00 higher than the control group. 
An analysis of the mean scores by gender indicated 
that third grade girls improved their reading scores a 
mean gain of 7.45 points while boys gained a mean of 
11.57 points. This difference in gain between genders 
was not significant (Table 6). The mean score data for 
the pre-test, post-test and gains from the Gates- 
MacGinitie Reading Test are presented on Table 7. 
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Questions Raised 
Is there a difference in the reading achievement of 
students whose parents received the intervention and 
students whose parents did not receive the intervention? 
As indicated above, the pre-test means for the 
experimental group and the control group were compared by 
using a t-test. The t value was .96 at the .05 level 
which indicated that at the beginning of the study there 
was no significant difference between the experimental 
and control groups on the pre-test. Table 7 presents the 
pre-test data. 
To examine the post-test means for the experimental 
and the control group a t-test was used to compare the 
means of the two groups. The t value of 2.31 at the .05 
level indicated that there was a difference between the 
experimental and control groups at the end of the study. 
Table 7 presents the post-test data. 
To examine the mean gains of the experimental and 
the control groups a t-test was used to compare the means 
of the two groups. The t value of 2.59 at the .05 level 
indicated that there was a difference between the 
experimental and control groups on the mean gain scores. 
Table 7 presents the gain score data. 
Is there a difference in the reading achievement of 
female students and male students in this study? To 
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examine and compare the difference in the scores of the 
female students and the male students a t-test was used. 
The t value of 1.14 at the .05 level of confidence 
indicated that there is no difference in the achievement 
mean scores of the males and females in this study. Data 
for females and males is presented in Table 6. 
Even in this very small sample the parent training 
procedures was effective in raising reading achievement 
significantly more than those of these third graders' 
classmates. Parents had made a difference in only four 
weeks. This supports the literature suggesting that 
these reading strategies are effective (Hoffman, 1987 and 
Goodman Y., 1972). 
Parent Attitudes on Home-School Relations 
How do the three groups of parents, experimental, 
control and other group of third grade parents compare in 
their responses to the subscales of the Parent Attitude 
Questionnaire? In reviewing the analysis of the data for 
the Parent Attitude Questionnaire, results indicate that 
there are no significant differences among the means of 
the experimental, control and other third grade parents 
groups. 
Table 8 presents the mean scores and standard 
deviations for each of the 30 items on the questionnaire. 
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An examination of individual items indicates a range of 
sentiments. Question 1, (Parents are the child's first 
teachers/educators) was rated as the most strongly agreed 
item and question 24, (Parents like and want to receive 
home visits from the school) was rated as the most 
strongly disagreed item. Table 9 presents the mean 
scores of each of the subscores for the whole sample. 
Table 10 presents the means for each of these groups 
and the analysis of variance for each of the four 
subscales of the parent questionnaire. When mean scores 
of the three groups were compared on subscale 1, parents 
as educators at home, there was no significant 
difference. This indicates that the three groups 
perceived subscale 1, parents as educators at home, in a 
similar manner. The control group scores were lower but 
missed significance (P=.077). Both the experimental and 
control groups' scores were lower than the larger group 
but missed significance. 
For subscale 2, school responsibilities, mean scores 
of the three groups were compared. The probability of F 
was .0621 indicates that this test too just missed 
significance. The three groups perceived subscale 2, in 
a similar manner. 
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On subscale 3, school-home communications, all three 
groups responded in a similar manner with mean scores of 
(F=1.07, P=.34). 
On subscale 4, parents as decision makers, all three 
groups reported similar responses, (F=.603, P=.55). 
Overall the views of the three parent groups were similar 
for each of the subgroups on this questionnaire. 
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Table 8 
Mean scores of the Thirty Questions on 
the Parent Attitude Questionnaire 
5 = Strongly Agree 
4 = Agree 
3 = Undecided 
2 = Disagree 
1 = Strongly Disagree 
Number of respondents = 71 
























































































































Parents as Educators at Home 
School Responsibilities 
School-Home Communications 








65 58.8 4.38 
35 32.3 2.58 
20 16.1 1.83 
30 25.5 3.56 4 
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Table 10 
Parent Attitude Questionnaire 
Experimental, Control and Other Third Grade Parent Groups 













1 2 97.57 2.666 .077 58.8 65 
2 2 36.48 2.896 .062 32.30 35 
3 2 7.16 1.070 .349 16.14 20 
4 2 15.43 .603 .550 25.52 30 
Continued, next page 
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Table 10 (continued) 
Parent Attitude Questionnaire 
Experimental, Control and Other Third Grade Parent Groups 
Subscale One: Parents as Educators at Home 









Groups 2 97.57 48.787 2.666 .077 
Within 
Groups 68 1244.26 18.293 
Total 70 1341.83 
Group Number 
Standard 
Mean Deviation Minimum 
Experimental 8 59.1 4.15 54 
Control 8 55.5 5.35 48 
Other 55 59.2 4.14 45 
Maximum 65 
Continued, next page 
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Table 10 (continued) 
Parent Attitude Questionnaire 
Experimental, Control and Other Third Grade Parent Groups 
Subscale Two: School Responsibilities 







Groups 2 36.58 18.24 2.896 .062 
Within 
Groups 68 428.31 6.30 
Total 70 464.79 
Standard 
Group Number Mean Deviation Minimum 
Experimental 8 31.6 2.26 29 
Control 8 30.5 3.46 24 
Other 55 32.7 2.39 25 
Maximum 35 
Continued, next page 
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Table 10 (continued) 
Parent Attitude Questionnaire 
Experimental, Control and Other Third Grade Parent Groups 
Subscale Three: School-Home Communications 









Groups 2 7.16 3.58 1.070 .35 
Within 
Groups 68 227.44 3.34 
Total 70 234.59 
Standard 
Group Number Mean Deviation Minimum 
Experimental 8 16.3 1.91 14 
Control 8 15.3 1.83 14 
Other 55 16.3 1.82 12 
Maximum 20 
Continued, next page 
100 
Table 10 (continued) 
Parent Attitude Questionnaire 
Experimental, Control and Other Third Grade Parent Groups 
Subscale Four: Parents as Decision-Makers 









Groups 2 15.43 7.72 .603 .550 
Within 
Groups 68 870.28 12.80 
Total 70 885.72 
Group Number Mean 
Standard 
Deviation Minimum 
Experimental 8 25.4 2.97 23 
Control 8 24.3 4.80 16 
Other 55 25.8 3.46 15 
Maximum 30 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Restatement of the Problem 
This study sought to identify what effects a parent 
tutoring program would have on particular third grade 
students' reading achievement. A second part of the 
study was conducted to determine the perceptions that 
parents of third grade students had on the subscales of 
the Parent Attitude Questionnaire. 
First, this chapter will review the results of this 
study in relation to the significance of parents as 
tutors of their own children. The results of the Gates- 
MacGinitie Reading Test and the Parent Attitude 
Questionnaire will be discussed. Finally recommendations 
will be offered both in terms of practical intervention 
as well as direction for future research. 
Description of the Procedures 
The data collected in this study was limited, for 
practical purposes, to the third grade students in the 
selected community. First, parents of students in the 
particular third grade class were invited to participate 
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in a series of workshops that would teach them strategies 
to use while listening to their child read aloud. 
Reading tests were administered to the eighteen children 
who were eligible for the study. The children of the 
eight parents who volunteered for the workshops 
determined the experimental group. The other children 
were considered the control group. After the four week 
intervention period a post-test was administered to the 
eighteen children. The Gates-MacGinitie Reading 
Achievement Test, Levels 3, Forms K and L, was used. 
This test is a standardized and validated test that is 
widely used in public school settings. This test has 
forty-five items that measure vocabulary and forty-eight 
items that measure comprehension. Findings for this part 
of the project are based upon the results of the reading 
pre-test and post-test data of the experimental and 
control groups. 
A thirty item questionnaire consisting of four 
subscales was sent to all parents of third grade students 
in the Selected Public School. Information on the 
questionnaire was divided into four subscales and parents 
were requested to respond by rating each question on a 
Likert-type scale. The four subscales were: 1) thirteen 
items about parents as educators at home; 2) seven items 
about school responsibilities; 3) four items about 
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school- home communications; and 4) six items about 
parents as decision-makers. 
Questionnaires were distributed to all parents of 
third grade children enrolled in the selected school 
system. A cover letter was sent to all parents 
explaining the purpose of the study. The findings for 
this part of the study are based upon the responses of 
the 71 participating parents who completed and returned 
the survey forms. 
The following nine questions were posed as the basis 
for this project. 
1. Can parents be trained to deliver specific 
reading strategies that will develop and improve 
comprehension skills in their child? 
The results of the Gates-MacGinitie Reading 
Achievement post-test indicated that students in the 
experimental group had a higher mean gain score than the 
students in the control group. The difference in the two 
groups was significant. From these results we can state 
that parents can be trained to deliver specific reading 
strategies that will improve their child's reading 
comprehension. 
2. Will daily reading instruction given by trained 
parents that is designed to emphasize meaning and 
comprehension result in higher reading achievement? 
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Reading test results indicated that students' 
reading scores for the experimental group were 
significantly higher compared to the control group after 
the study was completed. There was not a significant 
difference in the scores of the two groups at the 
beginning of the study. Also, the experimental students 
who scored the lowest on the pre-test made the greatest 
gains on the post-test. Students in the control group 
did not make the same gains. 
3. What will be the results of parents who have 
been trained to deliver specific reading strategies such 
as (a) selectivity and timing, (b) form, and (c) praise 
to their child? 
Parents demonstrated that they were capable of 
learning and delivering the strategies taught at the 
workshops. Observation of parents during the paired 
practice sessions indicated they had an understanding and 
awareness of the skills and how they should be delivered. 
During the sessions they asked meaningful questions 
related to the strategies. Parents mentioned that these 
strategies made sense and felt confident that by working 
with their child it would make a difference in their 
child's reading ability. In general they felt pleased 
that they were given specific strategies to use during 
the reading sessions with their child. 
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4. What changes can be identified that will show 
some improvement in a child's attitudes and interest in 
school learning and reading achievement? 
Children's test scores on the Gates-MacGinitie 
Reading Test improved significantly for the experimental 
group. Individual scores show us that students in the 
experimental group had sharper gains than students in the 
control group. At the end of the study parents reported 
that their children wanted to continue with the reading 
sessions. They stated that the children liked reading 
with them and also liked taping their reading. At no 
time did the parents feel that it was a struggle to get 
their child to participate. 
5. Is there a difference in the reading achievement 
of students who received the intervention and students 
who did not receive the intervention? 
An examination of the individual student test scores 
shows that experimental students had a sharper increase 
in scores than the control students. While increases are 
noted in the control students' scores they are not as 
sharp as the experimental group student scores. 
6. Is there a difference in the reading achievement 
of female students and male students in this survey? 
No significant difference was found in the scores 
between the males and females in this study. 
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7. What do parents of experimental, control, and 
other third grade students report about parental 
involvement as it relates to the four subscales: Parents 
as Educators at Home, subscale 1; School 
Responsibilities, subscale 2; School-Home Communications, 
subscale 3; and. Parents as Decision-Makers, subscale 4? 
On the Parent Attitude Questionnaire parents in the 
three groups have reported the same attitudes about 
questions on the four subscales. Statistical analysis of 
the scores indicated there are no significant differences 
among the groups for the four subscales. 
8. How do parents of the experimental, control and 
other third grade group report the importance of the 
specific subscales? 
In responding to the Parent Attitude Questionnaire 
three groups of parents rated subscale one, parents as 
educators, as their first priority. Subscale two, school 
responsibility, was rated second. Subscale four, parents 
as decision makers, was rated third and subscale three, 
home school communication, was rated fourth. 
9. How do the three groups, parents of the 
experimental, control and other, compare as they relate 
to the importance of the subscales? 
Parents in the three groups rated item number one as 
their top priority. Parents in this study felt strongest 
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about being their child's first teacher/educator. Next 
most important to the parents was item number five, that 
stated reading was the most important subject in school. 
One reason why parent training of this sort may be 
success may be attributed in part to an increase in 
parents' awareness of their influence on their child's 
behavior as it is related to oral reading activities. 
There appears to be a clear relationship between parent 
and child interaction in reading activities taught in the 
workshops, an increase in reading comprehension, and an 
increase in parent responsiveness to the child. 
This parent intervention project was designed so 
that neither the child nor the parent was the target, but 
rather the child and parent working together. Several 
parents continued to tape their child while reading aloud 
long after the study had ended. 
Schools should continue to be vigilant of ways to 
involve parents in meaningful educational activities. 
Short term projects such as this, while small in scope, 
should help to serve as an example, and to demonstrate 
what can be done to involve parents in their own child’s 
education. Follow-up sessions indicated that parents 
felt comfortable in tape-recording the sessions and 
thought that this motivated their children to do their 
best. Parents were generally satisfied with being able 
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to select books of their choice from those provided by 
the researcher. Comprehension questions were asked but 
the area was not stressed as a concern in this project. 
Parents reported that praising their child for using 
desired strategies was easy to employ. Of the strategies 
taught, one would expect the use of praise to be the most 
familiar, but this technique was the one most taken for 
granted and as noted in the audiotapes the least 
practiced. 
Before continuing this discussion, some obvious 
limitations of this study should be noted. Only the 
short term effects of the parent intervention upon 
reading achievement were investigated here; therefore, 
the results are of limited generalizability. Ideally the 
actual study should have been conducted by a person other 
than the children's classroom teacher; this would have 
eliminated any doubt that this researcher had any 
influence or reinforcing effects on the students who 
participated in the study. This study could also have 
benefited from a larger population, although an adequate 
sample was used. 
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Conclusions 
In the first part of the study, reading achievement, 
an analysis of pre-test mean scores indicated that the 
experimental and control groups were similar. However, 
at the end of the study the post-test analysis indicated 
that the groups were not similar and further indicated 
that the experimental group had a significantly higher 
mean score than the control group. At the end of the 
study there was no significant difference found between 
the experimental group and control group when analyzed by 
gender. 
The second part of the study the analysis of the 
parents of third grade students attitudes indicated that 
parents have a positive attitude toward the school and 
that there were no differences among the experimental, 
control, or other third grade parents groups on the four 
subscales. Question 24 regarding home visits was the 
lowest scoring item on the test showing a mean score of 
2.887. Subscale 3, questions 21-24 home school 
communications was the area rated the lowest of the four 
subgroups by the three groups. The results of the test 
scores and discussions with the parents involved in this 
study indicate that parents recognize their role as the 
child's first teacher and their willingness to 
participate in meaningful activities. The parents felt 
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that these activities would enhance reading achievement 
in their child. It was further noted that because of 
parents busy schedules they liked having the workshops 
kept to a minimum in time and length. They felt that two 
hours in length for each workshop was sufficient. Having 
three workshops gave the parents security in knowing that 
they would not be involved for a long period of time. 
During the training session period, phone calls were made 
to clarify points or to ask questions. This form of 
communication also gave parents the freedom to speak 
privately about and issue that they would feel 
uncomfortable relating in a group setting. Although 
parents felt comfortable and openly discussed general 
issues related to the program they felt more comfortable 
talking about their particular child's problem over the 
telephone. 
Parents felt that it was important for them to 
understand the strategies and to see the connection 
between what they were being trained to deliver and their 
child's ability to relate to the task. Frequently the 
parents mentioned that the strategies made sense and 
wondered why no one at school had suggested them before 
now. They also questioned if these strategies were being 
used in the classroom by the teachers. 
Ill 
An advantage to this type of program is that the 
strategies used had no confusing or harmful effects on 
the school's reading curriculum. In fact, these reading 
strategies are complementary to the different approaches 
used in the teaching of reading in our school. The 
intervention program developed for this reading project 
has shown itself as an acceptable technique to use for 
involving parents in improving their child's reading 
skills. An unexpected but very welcomed and useful bonus 
reported by both the parents and the children indicated 
that it was fun. 
Recommendations 
Based on the findings of this and other studies the 
following recommendations might be made to further 
evaluate this program: 1) Continuous identification of 
problem readers for whom parent intervention would be 
useful; 2) Further appraisal of this intervention with 
different groups having reading problems; 3) Exploration 
of which elements of the study produced which effects, 
for refinement of the techniques; 4) Identification of 
the strategies that were the most useful; 5) Further 
comparisons of these reading strategies with other forms 
of parental involvement programs dealing with reading; 6) 
Isolation of the workshops may give a keener view of the 
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impact of the individual components of the study; 7) An 
investigation of the stages or grade levels at which the 
most improvement occurs; 8) Disseminate the 
questionnaire to the entire school population in order to 
broaden the scope of the study; 9) Comparing the results 
of the questionnaire to other studies may be useful in 
making decisions about involving parents in school 
related activities. 10) Investigators should examine if 
these same results are achieved when volunteers are used 
in place of the parents. 
A study that replicates this study should be 






329 Orchard Street 
Millis, MA 02054 
February 4, 1993 
Mr. Thomas Deffley 
Clyde Brown School 
Park Road 
Millis, MA 02054 
Dear Mr. Deffley: 
This letter is a request asking for permission to 
conduct a four week study at the Clyde Brown School. The 
study would involve assigning each child in Room 21 to a 
control or experimental group. Children of parents 
volunteering for the program will determine the 
experimental group. The predetermined experimental group 
would receive the intervention or treatment that includes 
a pre and post assessment using the Gates- MacGinitie 
Reading test, a standardized, validated instrument. The 
intervention would involve the parents of the 
experimental group receiving training on how to use 
specific reading strategies while reading with their 
children at home. The reading strategies would enhance 
and reinforce comprehension skills. These strategies 
would be taught to the parents at a series of three two- 
hour workshops to be held after school hours. The design 
of the intervention allows all parent responsibilities to 
be carried out at home. The control group would take the 
pre and post assessment only. Pre-test would be 
administered at the beginning of the study, the post-test 
would be administered at the end of the study. I would 
administer and score both tests. Tests will be purchased 
and paid for using my own funds. There will be no 
financial responsibility to the school. 
Parents of both groups would receive an invitation 
to attend a meeting to explain the study. At the 
meeting, written permission from parents will be 
obtained. Parents will be asked to complete a thirty- 
item questionnaire about their perceptions of parental 
involvement. Parents not attending the meeting will be 
mailed a copy of the survey. 
The study will be written as a requirement for a 
doctoral degree in educational administration. Thank you 
very much for considering this request. I look forward 
to hearing from you soon. 
Yours truly, 
Carol A. MacDonald 
APPENDIX B 




February 5, 1993 
Dear Parents: 
This year your child's class will be involved in a 
research study that will examine parental involvement and 
reading achievement. The goal of the study is based on 
research that shows that when parents are involved in 
their child's reading, she or he will be more successful 
in reading. This project is part of my doctoral 
dissertation at the University of Massachusetts/Amherst. 
The study has been approved by Mr. Thomas Deffley, 
Principal of the Clyde Brown School. 
Please plan to attend an information meeting to 
learn more about the project. The meeting will be held 
on Thursday, February 11, 1993, at 7:00 p.m. in Room 21 
of the Clyde Brown School. 
Please complete the enclosed form letting me know if 
you plan to attend this meeting. A prompt return of the 
completed form is appreciated. I look forward to seeing 





Parental Involvement Reading Program 
Please check the appropriate items. 
Complete this form and return to me as soon as possible. 
_ Yes, I am interested 
_ No, I am not interested 
_ I will attend the meeting 
_ I cannot attend the meeting 
_ Please call me 
PLEASE PRINT 
Name of Student_ 
Name of Parent _ 
Phone Number  
Best time to call  
APPENDIX C 
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February 12, 1993 
Dear Parent: 
The attached questionnaire is part of a study 
regarding how parents feel about their involvement in the 
school. It is part of my dissertation at the University 
of Massachusetts at Amherst. 
The completed questionnaire will assist in providing 
me with information about the areas of parental 
involvement that are important to you. Your responses 
will be collected with those from other respondents and 
will not be identified by your name. 
I am asking you to be a participant in this part of 
the study and would be happy upon completion, to send you 
a one or two page summary of the results. If you have 
any questions please call me at school (376-7003). 
Thank you very much for your cooperation and I look 
forward to receiving your completed questionnaire. 
Sincerely, 





PARENTAL INVOLVEMENT QUESTIONNAIRE 
DIRECTIONS: Listed below are statements about parental 
involvement. Read and rate each statement. 




4 3 2 




Draw a circle around 5 
Draw a circle around 4 
Draw a circle around 3 
Draw a circle around 2 
Draw a circle around 1 
if you strongly agree. 
if you agree. 
if you are undecided. 
if you disagree. 
if you strongly disagree. 
1. Parents are a child's first 
teachers/educators. 
5 4 3 2 1 
2. Parents should talk to their 54321 
child every day about what 
happened at school and what 
the child learned. 
3. Parents should check and sign 54321 
the child's homework every time 
it is brought home. 
4. Parents should help the child 54321 
with homework. 
5. Reading is the most important 
subject in school. 
6. Parents should encourage their 
child to read and praise their 
child. 
7. Parents should read to their 
child and listen to their 
child read. 
8. Parents should let their child 
see them reading books, 
magazines, or newspapers. 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
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9. Parents should take their child 54321 
to the library often. 
10. Parents should help their child 54321 
to become a better reader. 
11. Parents should play reading games 54321 
with their child. 
12. Parents should watch TV with 54321 
their child and ask questions 
about what they see. 
13. Parents should attend parent- 54321 
teacher conferences and other 
parent meetings. 
14. Teachers should inform parents 54321 
at least every nine weeks about 
their child's progress. 
15. When a child needs special help 54321 
in reading at home, teachers 
should inform parents. 
16. Parents and teachers should work 54321 
closely together for the benefit 
of the child. 
17. Parents should feel free to call, 54321 
write or visit the school to 
talk about the child's progress. 
18. Teachers should send the child's 54321 
completed worksheets home one 
time per week. 
19. Schools should explain the 54321 
reading program and the child's 
reading progress to the parents. 
20. Teachers and other school 54321 
personnel should offer 
suggestions to parents about 
how they can help their child 
make progress in reading and 
other subjects. 
124 
21. Schools should send home monthly 54321 
newsletters. 
22. Schools should hold an "Open 54321 
House" at the beginning of the 
year so that parents can become 
acquainted with the teacher, 
principal, other school personnel 
and the school's program. 
23. Parents like and want to receive 54321 
phone calls from the teacher, 
principal and other school 
personnel. 
24. Parents like and want to receive 54321 
home visits from the school. 
25. Schools should welcome any and 54321 
all involvement of parents. 
26. Parents should feel free to make 54321 
suggestions to the teacher, 
principal and other school 
personnel. 
27. Schools should invite parents 54321 
to do other things than bake 
cookies and cakes. 
28. Parents should be invited to 54321 
participate on school committees 
that make decisions about what 
children are taught, how children 
are taught, and why. 
Schools should welcome the 
involvement, suggestions and 
input of parents regarding any 
areas of school life (e.g., 
discipline, dress, field trips). 
29. 5 4 3 2 1 
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30. School districts and school 54321 
boards should ask parents to 
become members of district-wide 
communities that make important 
decisions about the school 
district (e.g., millages, budget, 
employees' salaries, what 
students are taught and how 
students are taught. 
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